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Abstract 

Colombia’s peace deal with the Revolutionary Armed Forces of Colombia (FARC) has opened an historical 

moment for the country. Colombia is today emerging from 53 years of conflict, that have torn apart the 

country, economically, socially and politically. Education has been heavily affected by the conflict and the 

current situation opens new opportunities to look at the educational sector and the educational governance 

from different perspectives. In Colombia, Educational governance has been considered complex and 

inefficient to grasp the increasing demands of education of the country, which is growing fast but still needs 

more focus on social justice and equity. An educational reform that falls into a broader neo-liberal set of 

reforms, suggested by the World Bank and the IMF in 1999, have caused a clash between the school 

community and trade unions, against the government. Tensions have been worsened by the creation in 2002 

of a law that changed the regulation for the teaching profession, creating divisions among teachers, 

deepening the clash with the authorities. In this context teachers’ agency can be expressed in different ways 

and it can be facilitated or constrained by external and internal factors. Studies have been conducted on 

Colombian teachers’ agency, showing the power of teachers as promoters for social change and justice. 

Studies have also been conducted on teachers’ governance in Colombia, especially by international 

organisations that seek to give recommendations for policy maker in order to make education more 

equitable and qualitative. However, research in the areas of teachers’ governance has not yet been 

articulated in the perspective of teachers’ agency in Cali and Colombia. This study aims to contribute to the 

field of teachers’ agency and teachers’ governance, and attempts to fill the knowledge gap of how teachers’ 

agency can be exerted in the processes of recruitment, deployment and retention. Data for this study has 

been collected during a fieldwork period of two months in Cali, Colombia, making use of semi-structured 

interviews and observations in schools.  Results show that teachers’ agency in Cali has been facilitated or 

constrained by several factors –such as the limited space of expression, the limited incentives present or the 

difficulties professional and salary advancement– also due to a twisted bureaucracy. These factors have 

challenged teachers professional and personal life and their ability of promoting –as well as constraining – 

social change. This study concludes that Colombian education lacks several aspects such as quality, 

infrastructure, equipment and equity. The reason of this lacunae must be found in a poor administration of 

the resources and absence of a local educational reform by the government. Furthermore, the new regulation 

of 2002 has created tensions that are undermining the abilities of teachers to work cohesively to protect 

their rights that have been severely violated in Cali and Colombia. Management and government seems to 

be an obstacle to the development of education rather than its protectors.  
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Introduction 

 

The Colombian conflict cannot be seen through a “single clearly defined polarity” (González, 

2004, p. 11). It cannot be defined as only economic, political or ethnic conflict. Instead, its 

narrative can be drawn from various dynamics and historical processes (González, 2004). It is 

rooted in the consequences of the (post)colonial period, and in the inequalities of the land 

redistribution and agrarian reforms. The state-building process failed to incorporate the whole 

country, resulting in an uneven presence and strength of the state in different areas (González, 

2004). The weak consolidation of the state is among the reasons for the escalation of violence 

(González, 2004). As a consequence, at the time of writing there are 8.31 million registered victims 

– accounting for 17% of the entire Colombian population (UNHCR, 2017).  

 

On the 24th of November 2016, the government and the largest guerrilla group, Fuerzas Armadas 

Revolucionarias de Colombia2 (FARC), signed a peace deal ending hostilities (Human Right 

Watch, 2017). The peace deal has opened the possibility to emerge from a 53 year-long conflict 

that has torn apart the country (Human Right Watch, 2017). However, peace is not achieved 

overnight and FARC is only one among many armed groups acting in this conflict (Human Right 

Watch, 2017). Despite the peace deal, civilians continue to suffer abuses by the second largest 

guerrilla group, National Liberation Army (ELN) and by paramilitaries successor groups3. Human 

rights advocates, trade union activists, educators, journalists, indigenous and community activists 

have faced death threats and violence by armed groups and in some cases by state actors (Human 

Right Watch, 2017). Furthermore, the country is characterised by poverty and wide social 

injustices which have created social tensions in the country (Human Right Watch, 2017; OECD, 

2016; UNHCR, 2017; Novelli, 2010b).  

 

Education in Colombia has been heavily affected by the armed and social conflict. The peace deal 

has raised scholars’ interest on the future of the country and its educational system, especially in 

                                                      
1 This includes, 7.3 millions of registered IDPs, 340,000 refugees in other countries, 260,000 reported murders, 

46,000 people missing since the beginning of the conflict.  
2 Revolutionary Armed Forces of Colombia 
3A demobilisation process of paramilitary groups occurred during the period 2002-2010. However, new 

paramilitary successor groups emerged after the demobilisation process (GCPEA, 2014a). 



 
Vittoria Arico                 UVA ID: 11433906 

12 

relation to the wider social injustice and poverty (see for example: García-Villegas & Espinosa, 

2015; OECD, 2016; Human Right Watch, 2017; OECD, 2017; UNHCR, 2017).  Alongside, 

literature has been developed regarding teachers’ agency in relation to social injustice in Colombia 

(see for example: Novelli, 2010b; Pantic, 2017; Rubiano, 2013; González Bustelo, 2016).  

Furthermore, the 2016 OECD report shared the necessity of improving quality and equity in the 

Colombian education and expressed concerns regarding the complexity of Colombian education 

governance. Education governance refers to the structures, institutions and dynamics through 

which educational policies are defined and implemented (OECD, 2016). In Cali and in Colombia, 

education and teacher governance are highly complex because there are multiple institutions 

involved and the educational system is decentralised (OECD, 2016). While the OECD report 

acknowledges the increase of attendance and enrolling rates in Colombia in the last few years, 

there is still a lack of funding, equity and quality in the Colombian education system (2016). 83% 

of the entire education budget are allocated to teachers’ salary, leaving limited space for 

investments that could improve education quality, such as teachers’ professional development, 

infrastructures and materials (OECD, 2016). Today, education is facing a crisis worldwide and 

Colombia is not exempted (OECD, 2016; United Nation, 2016). This crisis in Colombia is also 

connected to neoliberal reforms adopted by the Colombian government during the 1990 and 

promoted by IMF and the World Bank (Blasco & Rodríguez, 2002). These measures, among other 

aspects, had the goal of making Colombia more globalised, through privatisation and 

decentralisation. These measures have affected education deeply, commercialising education and 

almost turning it into an enterprise (Blasco & Rodríguez, 2002). Teachers’ space of manoeuvre 

has been challenged by the conflict and this crisis. Rigid policies and reforms have limited 

teachers’ agency in being promoters for social change.   

 

In 2015, Juan Manuel Santos’4 government announced the goal of turning Colombia into the most 

educated country in Latin America by 2025 (Ministerio de Educación Nacional, 2014). Such 

a goal might increase the chances for Colombia to become a member of the OECD (Hills & 

Santos, 2014; El Espectador, 2013). Santos’ goal encompasses the concept that education is an 

important instrument to foster social change, peace and lower barriers within society (Hills & 

Santos, 2014). This concept reflects the belief that education can foster a tolerant climate, social 

                                                      
4 Juan Manuel Santos, President of Colombia.  
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justice, building national identities, inclusive citizenship and peaceful communities (Winthrop & 

Graff, 2010; Bush & Saltarelli, 2000). However, education can also have negative implications.  

 

As Bush and Saltarelli (2000, p. 9) states “If it is true that education can have a socially constructive 

impact on intergroup relations, then it is equally evident that it can have a socially destructive 

impact”.  Education, for example, can be used for political control by governments that hope to 

lower the quality or access to education to manipulate the population. Pace (1983) argues that 

because public education is an institution of the state it might express the need and ideology of the 

ruling class, thus creating or sustaining inequalities. A conflictive society and education are 

dialectically related to each other, since education is usually reflecting, influenced by and affecting 

societies (Lopes Cardozo, 2009). Furthermore, schools and education can be used for 

indoctrinating, recruiting and training students to join armed groups or gangs. Armed groups and 

armed forces specifically target schools because of the presence of children, who might be more 

inclined or easy to abduct.  

 

These direct and indirect forms of violence have been reported in Colombia over the years. 

Children have been recruited by armed group to join pandillas or in drug trafficking, teachers have 

been attacked, schools have been destroyed or used for different purpose, children have been left 

out of schooling, teachers and students have been displaced.  (GCPEA, 2014a; United Nation, 

2016). Between 2013 and 2015 according to UNICEF (2016) over 230,000 children were 

displaced, 65 schools were destroyed or used for military purpose and at least 10 teachers were 

killed (UNICEF, 2016). Therefore, the multiple faces of education can affect the entire educational 

system.  

 

In an educational system teachers are usually perceived as important actors who can mitigate or 

perpetuate these multiple aspects of education. Teachers can foster social change or thrive for the 

status quo, perpetuating discriminations and injustices (Pantic, 2017). This multifaceted identity 

might affect the motivation to become a teacher; the way teachers act in a given context; the 

motivation for teachers to stay or leave the school and the profession. To foster positive change, 

governance is crucial because the parameters by which teachers are hired, the way teachers are 

deployed and the incentives that motivate or demotivate teachers, influence the quality of 
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education (World Bank, 2010). The Colombian government, –at a national and local level– is 

failing to protect workers’ rights and motivate teachers to provide a better education for all.  On 

the other hand, the neo-liberal policies promoted in 1999 by WB and IMF have produced a more 

managerial approach to solve the problems of Colombian education. These measures have targeted 

teachers’ working conditions directly or indirectly, for example expanding the control over 

teachers work though rigid evaluation system or increasing the responsibilities given to them 

(Verger, et al., 2013; Galindo, et al., 2015). These two aspects have produced clashes between the 

school community, trade unions and the government. Because there is not a solution that fits 

everybody’s needs, this clash has compromised the possibility of a transparent communication 

regarding the educational system and teachers’ needs, and the country’s needs. While the 

government, the educational community and the trade unions might have the same goal –a better 

educational system which boosts the development of the country– the instrument by which this 

goal should be achieved differs in their different perspectives, failing again in finding a 

compromise.  

To my knowledge, studies on education governance in Colombia are more focused on the 

managerial aspects of governance or students’ achievements  (Reyes, 2001; OECD, 2016; Ramírez 

González & Soler Gaona, 2015; Rivera Varilla, 2014). Although teacher agency in Colombia has 

been studied, the link between teacher agency and teacher governance has not yet been explicitly 

explored. Similarly, teacher governance has not yet been articulated under the perspective of 

teacher agency. Furthermore, this study focuses on the difference between two generation of 

teachers, under two different laws (1278 and 2277), that appear to have very different rights and 

needs. To my knowledge, such differences have not yet been explored. After sustained research 

on relevant literature, both in English and Spanish, this study would like to contribute to this field 

of study. I consider this field of study fundamental in order to gain a deeper understanding of the 

educational system and its role in empowering societies through the voices of teachers.  

Therefore, this study attempts to explore how teachers’ agency can be exerted in teachers’ 

governance, which this study conceives as encompassed by the processes of recruitment, 

deployment and retention (World Bank, 2010).  This will be explored by looking for example at 

dimensions such as motivation, incentives, problems and policies that have facilitated or 

constrained teachers’ agency. Furthermore, teacher governance is perceived as shaped by a 
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multitude of different actors and relationships that characterise teachers’ actions (Altrichter, 2015).  

Among the most important actors, there are schools’ principals, local and national administrators, 

parents, trade unions and fellow teachers.  

Teachers’ governance is a highly important lens to explore Colombian education. Through 

recruitment and deployment, it is possible to explore how the teaching profession is shaped, the 

values that motivate future teachers to undertake this path and how teachers act in a given context. 

Furthermore, the concept of retention enables to understand the motivation (or demotivation) that 

brings teachers to continue (or not) the career and how teachers’ agency can overcome the crisis 

of education. Hence, this study explores the following research question:  

“How do teachers exert agency in the processes of recruitment, deployment and retention within 

the wider political and administrative context of Cali, Colombia? “ 

Furthermore, the study explores the following sub-questions: 

1 What are the main factors that shape and what space of manoeuvre do teachers have in 

the recruitment process in Cali, Colombia?  

2 Which factors influence teachers’ deployment, and what space of manoeuvre do teachers 

have in the deployment process in Cali, Colombia?  

3 What incentives do teachers need to remain in schools and keep teaching, considering 

the present state of the educational system in Cali, Colombia?  

 

This study identifies several dimensions that facilitate or constrain teachers’ agency in relation to 

teachers’ governance in Cali. For example, the difference between two decrees, 2277 and 1278, 

that have created two generations of teachers, the limited space for mobility, the limited incentives 

given by the government in connection with the lacunae of the educational system, the role of the 

context and the role of violence in constraining or facilitating teachers’ work and agency. 

Therefore, this study argues that while there is space of manoeuvre for teachers in the processes 

of recruitment deployment and retention this is constrained by the administrative and political 

structure in Cali. Furthermore, the problems of Colombian education –lack of quality, 
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infrastructure and equipment– must be found in a poor administration of the resources and absence 

of a local educational reform by the government. Management and government seem to be an 

obstacle to the development of education rather than its protectors (Garcia, et al., 2015).     

 

The data presented in this thesis has been collected during a fieldwork period of two months in 

Cali, from June to August 2017. A total of 42 semi-structured interviews and two school 

observations were conducted during field work. The introduction continues first by presenting the 

structure of this thesis.  

 

1.2 Thesis structure 

This section presents how this thesis is structured. Chapter two explores the theoretical framework 

of this thesis. This chapter first explores the concepts of teachers’ agency and subsequently 

teachers’ governance as encompassed by the process of recruitment, deployment and retention. 

Chapter three presents the methodology used for this study. This contains a discussion of the 

underlying methodology, methods, data collection, unit of analysis and sampling used in the 

research, the philosophical assumption which informed this research, the analysis of data, ethical 

consideration, limitation of the research as well as the research setting. Chapter four presents 

relevant information for this study on the Colombian context, bringing consideration about the 

conflict, social injustice, current violation of human rights and the educational system. Chapter 

five explores the sub research questions presented above. In that chapter, empirical findings will 

be combined with secondary data to strengthen the argumentation. Lastly, chapter six concludes 

this study. An answer to the main research question will be presented, together with an 

identification of areas for further research.  
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2 Theoretical Framework: Teacher Agency and Governance 

 

This chapter develops the theoretical framework of this thesis which is based on existing 

theoretical foundation. The first section starts by exploring teachers’ agency, exploring first the 

debate about agency and structure, and second three concepts on teachers’ agency which have been 

relevant for the development of this study. The second section explores teachers’ governance and 

the concepts of recruitment, deployment and retention.  

 

2.1 Teacher Agency 

The next section first briefly explores the long-standing debate around structure and agency and 

the primacy of one or the other in human behaviour. Subsequently it analyses the concept of 

teachers’ agency. Second, three sub sections explore three concepts of teachers’ agency: teachers 

as transformative agents, teachers’ agency for social change and political agency.  

In general terms, agency is the capacity of an actor to act in relation to a given environment. This 

study defines agency as related to individual and collective engagement with the given social 

structure that can constrain or facilitate behaviour (Bandura, 2001). Furthermore, agency is 

conceived as shaped, mediated, facilitated or constrained by social and individual factors as well 

as social, cultural and historical structures (Lasky, 2005). As Barker & Jane (2016) state, agency 

can be self-constituting or socially produced. Socially produced agency is enabled by different 

social resources, giving capacity of acting in specific and different spaces. 

  

This study is informed by Giddens theory of structuration, who defines the duality ‘structure-

agency’ in which structure is “not only constraining but also enabling” (Barker & Jane, 2016, p. 

280). Giddens attempts to overcome the rigid division between structural constraints and agency 

with a sociological approach. Towards his duality of structure, structure is generative, and both 

the medium and outcome of actions (Loyal, 2015). In other words, for Giddens structure and 

agency are not two different things but connected towards social practices. Agents, in fact, produce 

and reproduce the social structure with their actions, towards their activities, agents reproduce the 

conditions that make those activities possible. In these terms, structure and agency are mutually 

constitutive (Barker & Jane, 2016; Jessop, 2005). Structures are constituted, according to Giddens, 
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of rules and resources that constrain or facilitate social actions (Jessop, 2005). Rules can be 

explicit or tacit, formal or informal. Resources are “‘authoritative’ capabilities that generate 

command over persons or ‘allocative’ capabilities that generate command over objects or other 

material phenomena” (Loyal, 2015, p. 136).  

 

Giddens argues that agency has three aspects: discursive consciousness, practical consciousness 

and practical unconsciousness. Practical consciousness conceived as knowledge that provides 

agents the ability to continue and relate with the rules of social life is the key for Giddens to 

understand social life. The concepts of reflexive monitoring, rationalisation, and the deep 

motivations for action are connected to this practical consciousness (Loyal, 2015). Defining 

structure as rules and resources, Giddens identified “structural properties that exercise various 

external structural constraints over agents’ capacities for action” (Jessop, 2005, p. 46). However, 

how Jessop (2005) underlines, the limitation of Giddens theory is that there is limited recognition 

of the different level of abilities of actors to change the structures with their action. Furthermore, 

structure is always existing and agents must take these rules and resources as given in their actions.  

 
Drawing on these theoretical insights on agency and structure, this study conceives teachers’ 

agency as teachers’ ability to influence and understand their surroundings. Indifferently from how 

teachers’ role is conceived as part of the solution or the problem, teachers’ agency is constantly 

present and varies according to the social structure and the personal interpretation of the context 

where it is exercised (Horner, et al., 2015; Lopes Cardozo & Shah, 2016a). For example, education 

might be pivotal in building positive peace, which means promoting respect, justice and 

inclusiveness among people. Positive peace needs to be distinguished by negative peace which is 

the mere absence of violence. Positive peace on the contrary refers to the absence of structural 

violence (Novelli & Sayed, 2016), what Galtung refers as “Egalitarian distribution of power and 

resources” (1969, p. 183). Teachers have been considered as peacebuilders, through a 

transformative process that can address the cause of conflict and prevent it. Teaching how to live 

together and respect for others might develop future generations more inclined to peace and less 

inclined to conflict (Horner, et al., 2015). As they can be promoter of peace, teachers can be victims 

of violence of different types influencing their work and performance. In this study, the word 

violence has a wide meaning. As Galtung states “Violence is present when human beings are 

influenced so that their actual somatic and mental realisations are below their potential realisation” 
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(1969, p. 168). This wider definition of violence will help us to define violence not only as the 

direct, physical attack, but also as privation of freedom and constrained relationships. Galtung’s 

definition of violence encompasses the relationships between actual and potential. Violence is the 

difference between what could have been and what is (Galtung, 1969). This includes social 

injustice, discriminations, different means and opportunities, constrained agency in a negative 

way. Alongside, is important to underline that the mere absence of violence, what is called negative 

peace, is not enough to produce change  

Teachers have been victims of political violence, perpetuated by state and non-state actors, gender 

based violence, victims of attacks from students, gangs, protecting students and the content of the 

education. They might be victims of symbolic violence, as discrimination or repression. They 

might be attacked for their work in the community or for their work in trade unions or social 

movements (Novelli & Sayed, 2016; Novelli, 2007; Novelli, 2010a; GCPEA, 2014a; United 

Nation, 2016). Nevertheless, attacks can be motivated by local issues, activities or behaviour that 

are perceived to be an obstacle to state and armed groups forces (Novelli 2007, Novelli 2010). For 

their role as state employees they are often victims of threats and violence, because in some 

contexts teachers might be the few with a salary (Lopes Cardozo & Shah, 2016a; GCPEA, 2014a). 

On the other hand, their personal allegiances (e.g. being part of a religious, political or ethnic 

group) might clash with their role and responsibilities (Lopes Cardozo & Shah, 2016a).  

However, teachers can be also perpetuators of violence, direct such as corporal punishment, and 

symbolic violence, dictated by cultural beliefs such as discriminations for cultural, race, ethnic, 

linguistic or socio-economic backgrounds of students. The drivers and reasons of violence are 

context based, and is impossible to generalise reasons for such violence (Novelli & Sayed, 2016).  

For example, physical violence, such as corporal punishment, is accepted in many countries. This 

institutionalised violence is perpetuated by the belief that learning is enhanced by fear, and 

violence has better lasting results. Alcohol and drugs consumption are also a big issue in many 

countries, affecting teachers’ behaviour and performance (Davies, 1993).Furthermore, teachers 

might have more than one job to supply to their low or inexistent salary, leading to absenteeism 

and affecting performance. These different forms of violence undermine the goals for 

peacebuilding and social cohesion. Inducing environments of fear and reproduction of the culture 

of violence already existing in the society. Independently from the nature of the violence -armed 
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groups against teachers, teachers against students, students against teachers or teachers over 

teachers- violence withdraws any possibility of change (Horner, et al., 2015).  

Teachers’ recruitment, deployment and retention are paramount within this setting. Good training, 

recruiting and a conscious deployment of teachers is important to have less violence in schools, 

and motivate teachers. Teachers need to be aware of the background of the place where they work 

to cope with difficult situations, provide good education to children, create a safe space where to 

share opinions, and be conflict sensitive (Novelli & Sayed, 2016). Davies (1993) argues that 

everyone needs a reward and teachers are no different. However, in many contexts, these rewards 

or incentives are not sufficient or inexistent.  

The next subsections focus on three concepts regarding teachers’ agency: teachers as 

transformative agents and intellectuals; teacher agency for social change; and teachers’ political 

agency. These concepts, while different in some respects, are similar to some extent in content. 

The next subsections are therefore divided more as author’s choice of structure rather than for their 

distinct content. The common starting point is the belief that teachers are active agents and not just 

passive technicians (Novelli, 2010b).  

 

Teachers as Transformative Agents 
 
Considering teachers as transformative agents is important to recognise the multiple identities 

operating under the role of teachers as “public servants, competent professionals, ‘workers’ and 

their own gender/class/ethnicity” (Horner, et al., 2015, p. 20). This reflects the debate about the 

dual role of teachers as “workers” and “professionals” (Horner, et al., 2015). As professionals, 

they have a responsibility towards future generations. For this reason, it has been argued that they 

should not be involved in unions activities to preserve their autonomy. As workers, they face 

problems such as low compensation, bringing them to act to defend their rights and interests 

(Horner, et al., 2015). In the process of defending their interests, teachers often clash with 

authorities, and for this reason they might be subjected to state repression. Governments have in 

fact tried to expand control over teachers’ work, controlling curricula, limiting their freedom of 

speech in class (Vongalis-Macrow, 2007; United Nations, 2012; Lopes Cardozo, 2009). This had 

sometimes the consequence of lowering motivation and increasing resistance. On the other hand, 
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the Ministry of Education might want to add innovation in methodology and curricula, but lack of 

resources and grievance of the school community might hinder these changes (Pace, 1983).  

It is noteworthy that teachers, in defending their interests and rights, represent the public interest. 

For example, when clashing against the government because a new educational reform which 

might affect the quality of public education (Novelli, 2010b). In this last conceptualisation, we can 

also conceive teachers as agents of resistance. Teachers’ agency can in fact be manifested in 

oppressive social environments as individual or collective resistance against oppressive 

institutions and bad administration. On the other hand, agency is also represented by the decision 

to stay in school or leave during conflicts or under oppressive social structures and working 

conditions, otherwise influencing the concept of teachers’ retention (Cole, 2017).   

Teachers’ Agency for Social Change 
 
Social change in this study is conceived as the capacity of actors to shape their surroundings, in 

other words, the ability to create impact. The uneven distribution of opportunities might constrain 

agents’ ability to promote this change (Lopes Cardozo, 2009). Teachers in this perspective are seen 

as agents able to promote social change as well as to resisting it. Teachers often argue that one 

reason to enter in the profession is the possibility of making a positive change, enhancing children 

opportunities. Agency for change implies a change through inclusive and equitable education, in 

which schools are perceived as sites where to promote social equality (Pantic, 2017). However, 

they might be ending to pursue the opposite outcomes because of their assumptions, allegiance or 

beliefs which might be rooted in the institutional and cultural structure (Pantic, 2017; Vongalis-

Macrow, 2007).  

Studies on teachers’ agency have shown that factors such as the relationship and collaboration 

with other agents are paramount. These relationships are relevant because teachers are somehow 

dependant of others in the complex educational structure (Pantic, 2017). The ways they act and 

develop their knowledge in the working setting is influenced both by personal factors (e.g. how 

they perceive themselves as teachers) and the educational environment. The relationships they 

build can constrain or facilitate teachers’ agency in being promoters of change. The environment 

seems to be highly important in creating schools’ contexts in which teachers are stimulated in 

fostering positive change or correcting negative behaviour inside class and to continually develop 
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as individuals (Van der Heijdena, et al., 2015).  

Van der Heijdena et al. (2015) and Fuller (1993) distinguish between four characteristics that must 

be present in teachers as change agents. First, the continue seek for knowledge. Teachers who want 

to generate change need to improve continuously their knowledge, information, ideas and reflect 

on their teaching practice. Applying this reflection and knowledge into their daily work. Second, 

balance knowledge with teaching skills, improving them when necessary, also according to the 

needs of the specific context. Third, teachers need to take risk and motivate other teachers in 

promoting change. Fourth, collaboration and relationships are fundamental to promote change, 

taking initiatives and working with colleagues (Van der Heijdena, et al., 2015; Fullan, 1993). 

Teachers who embrace these characteristics are more inclined to be promoters of change, they are 

more able to reflect critically and discuss about major issues present in the given society with 

students and communities (Lopes Cardozo, 2009). 

In the sphere of recruitment for example, many teachers argue they have chosen this career because 

they want to have a social impact. This might change during the years when the difficulties of the 

teaching profession led to frustration and routine. In order to keep teachers committed or to retain 

teachers, Fullan (1993) argues that there is the need to combine moral purpose (making a 

difference) with change agentry. Moral purpose keeps teachers focus on youth empowerment. 

Change agentry lead them to develop strategies to achieve their moral goals. Starting from training, 

Fullan (1993) argues that there is a need to set a new conception of teachers for change who is not 

an exception but the rule in the process of recruitment and deployment. Teachers might be active 

agents for change, promoting social cohesion and helping students to enhance their opportunities 

though education and moral attitude. However, we must be aware of the limit of teachers’ agency 

for change. Even if they can promote social cohesion, lowering injustice and discrimination, 

teachers cannot solve all forms of inequity, especially when these inequalities are structural or the 

legacy of years of conflict (Novelli & Sayed, 2016; Horner, et al., 2015).  

Political Agency 
 
Hakli and Kallio define political agency as “a variety of individual and collective, official and 

mundane, rational and affective, and human and non-human ways of acting, affecting and 

impacting politically” (2014, p. 181). Teachers in this study are also seen as political agents, in a 

complex context in which they can play a role of troublesome agents of transformation (Vongalis-
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Macrow, 2007) or reproduction (Lopes Cardozo & Hoeks, 2014). Usually when we discuss about 

teachers and politics, the common belief is that teachers must be impartial and moderate in sharing 

their political or personal opinions. They have been forced or asked to internalise the present 

political ideology and to legitimate it, without considering their belief or opinion, depriving 

teachers of their political agency in their profession (Räisänen, 2014). However, acknowledging 

that schools are also political and social sites that reflect our society (Giroux, 2003b), is crucial to 

understand how schools might mitigate conflict, social injustice and discrimination. Developing 

critical agents is important to grasp a step into a more inclusive society rather than stagnation in 

the status quo.  

The social, economic and political space in which teachers work and live might facilitate or 

constrain teachers’ agency, their action might be directed toward challenging these structures or 

preserving them (Lopes Cardozo & Hoeks, 2014). However, teachers might not fit in neither of 

the two categories. Teachers, often try to mediate or negotiate with the social structure that is 

constraining their agency (Vähäsantanen, et al., 2008).  

Political agency includes individual political agency and collective political agency. Because 

schools are not only a training site, teachers in their daily work, must cope with matters outside 

their primary sphere of competences. (Räisänen, 2014). Beside teaching, often teachers must also 

deal with the context in which students live. Poverty, abuse, tensions and discriminations are a few 

examples of what a teacher must confront. Furthermore, at a structural level, teachers have to deal 

with poor infrastructure which constrains their agency and work, lack of resources, lack of training 

opportunities, uneven distribution of resources and opportunities in urban or rural schools (Lopes 

Cardozo, 2009; Vongalis-Macrow, 2007; Lopes Cardozo, 2008). Collective agency is related to 

the ability of teachers to improve or protect the condition under which they operate (Giroux, 

2003a). This, in a local and national level but also inside schools and within their community 

(Giroux, 2003b). 

In conclusion, teachers can be critical agents, transforming schools into a place of resistance and 

positive conflict, fostering critical learning connected to practical life experience (Lopes Cardozo, 

2009). However, in order to promote change, a level of freedom of expression and space of 

manoeuvre must be guaranteed. When teachers’ agency is constrained, change becomes more 

difficult. Teachers led by routine are less likely to be promotors of change. Conversely, innovative 
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and reflexive teachers are more likely to act as transformative agents through individual or 

collective actions (Lopes Cardozo, 2009). However, it is important to remember that while 

teachers can be transformative agents as well they can be perpetuators of negative social structures 

which undermine possibilities of change (Lopes Cardozo & Shah, 2016b). Drawing on the 

theoretical insights presented in this first section, the next section explores teachers’ governance 

as conceived in this study, thus, encompassed by the concepts of recruitment, deployment and 

retention.  
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2.2 Teachers’ Governance 

Governance is an analytically open concept useful for studying a variety of coordination problems 

among actors. Governance must be distinguished from management which refers to practical 

policy making (Altrichter, 2015). Studies on educational governance have been developed to 

inquire “How regulation and performance of school systems is achieved, sustained and 

transformed under the perspective of coordination of action between various social actors in 

complex multi-level systems” (Altrichter, 2015, p. 10). The term governance implies that there is 

not only one actor (e.g. the government) but multiple actors involved in the formation and 

development of the school system (Altrichter, 2015). The involvement of multiple actors is 

relevant for educational governance as well for teachers’ governance. Teachers’ governance sees 

the involvement of different stakeholders and in this study is conceived as encompassed by the 

concepts of recruitment, deployment and retention (Lewis & Pettersson, 2009). The last section of 

this chapter explores these highly-interconnected concepts.  

 

2.2.1 Teacher Recruitment 

In this study, recruitment is conceived as the practical process for hiring teachers and teachers’ 

motivation to undertake this profession. Training, recruiting and attracting quality candidates to 

the teaching profession is a challenge in developed, developing, conflict and post conflict settings.  

According to the World Bank (2010), teacher recruitment in fragile contexts is difficult due to the 

unavailability of data on teachers’ stock and attrition rates. The inefficiency of teachers’ 

governance systems in recruiting quality teachers has lead several fragile countries to shortage and 

incapacity to meet requests (World Bank, 2010). Furthermore, corruption inside the recruitment 

systems can result in unqualified teachers which undermine the entire educational system (Lopes 

Cardozo, 2009; UNESCO, 2011a).  

The INEE minimum standards for education assert that the criteria to recruit quality teachers 

should be “a participatory and transparent process, based on selection criteria reflecting diversity 

and equity” (2012, p. 95). INEE (2012) develops the following norms for the recruitment process: 

First, the job description should be non-discriminatory and clear about the job duties; Second, the 

recruitment process should have transparent criteria and assessment of competences; Third, 

teachers must have the right credentials and motivation, such as appropriate training or specific 
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education; Fourth, especially in conflict and fragile situations, teachers must be accepted from the 

community and have personal qualifications such as sensitivity to diversity (INEE, 2012).  

 

One of the goals of an efficient recruitment process should be the establishment of a representative 

teaching body that guarantees equality and avoids discrimination. This is particularly important in 

conflict and fragile contexts, where inequality in the educational system representation and access 

to teaching careers is a “potential catalyst for conflict” (Horner, et al., 2015, p. 35). One example 

of inequality representation is gender. Female teachers are under-represented often in remote areas. 

Attracting and recruiting more female personnel is according to Horner and colleagues (2015) 

essential to promote girls’ education and gender equality in enrolments. Furthermore, the 

representation of marginalised groups and teachers with disabilities is important to ensure 

representation of all students in class and to improve learning outcomes (Horner, et al., 2015). 

Moore and colleagues (2005) argue that the hiring process can affect teachers’ motivation in two 

ways. First, if the recruitment process lacks substantive and accurate information about the need 

of the school, this can lead to a mismatch which influences teachers’ satisfaction with their jobs. 

Second, a late hiring process can influence teachers’ preparation for the year, which can lead to 

poor performance, stress and demotivation. On the other hand, positive teachers’ hiring 

experiences can motivate teachers, especially in the case of a good communication between the 

school’s staff, the administration and the future teachers (Moore, et al., 2005).  

Additionally, even if it is not the primary concern of this study, the training process is also very 

important, because the way teachers are introduced to the career and formed might affect their 

work and motivation through the years. Training is crucial to develop a new generation of teachers 

who are willing to bring change and reflective attitude to foster motivation in students to learn 

(Lopes Cardozo, 2009; Lopes Cardozo & Shah, 2016b). Well-trained teacher might bring 

innovative methodologies or add new relevant content in the curricula related to the context. On 

the other hand, a conservative structure of the school or other teachers, -who are not open to new 

ideas-, might constrain this inspiration (Pace, 1983; United Nations, 2012). Therefore, it is not 

only about attracting teachers but also qualified teachers. Schools, universities and teachers 

training institutes sometimes lack in preparing teachers for their actual job constraining teachers’ 

ability to promote a quality context based education (United Nations, 2012).  
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2.2.2 Teacher Deployment 

Deployment refers to the way in which recruited staff is employed, to gain the best from the 

investments of public or private educational institutions and to have a transparent representation 

of gender, ethnicity, and language among schools (Thompson, 1995). However, similar to 

teachers’ recruitment teacher deployment can be influenced by corruption, nepotism and 

favouritism (Lewis & Pettersson, 2009). Efficient teachers’ deployment is essential to achieve an 

equitable distribution of teachers according to the needs of the country (World Bank, 2010). 

According to UNESCO (2010) the challenges of deployment are: individual, organisational and 

environmental. 

Organisational. It refers to the procedure for the deployment. Sometimes this procedure is weak 

or absent, above all in fragile contexts in which the administration is chaotic or the information on 

schools’ locations, and enrolment rates are limited (World Bank, 2010). The procedure of 

allocation can be not transparent and criteria not clear. Conversely, the criteria of distribution might 

be clear but not respected by the authority in charge. The process can be increasingly more 

complex depending on the degree of decentralisation of the country which can lead to an uneven 

distribution between areas  (UNESCO, 2010; Horner, et al., 2015).  

Environmental. It refers to the level in which the surrounding environment can compromise the 

process of teachers’ deployment. UNESCO (2010) argues that a good and transparent process is 

not enough if the context in which it is put into practice can externally weaken it. The authority 

has the responsibility to produce new and effective procedures to contain these externalities 

(UNESCO, 2010). Furthermore, Thompson (1995) argues that one of the main problems in relation 

to deployment in the context of fragile areas is the difficulty of deploying teachers equitably in 

urban and rural areas, and incentivising teachers not to neglect their responsibilities. In some 

circumstances teachers can be reluctant to teach in rural locations, because of the difficulties they 

might face in terms of working conditions and dangerous situations (UNESCO, 2010). For this 

reason, sometimes teachers receive extra benefits for working in rural or remote areas. Benefits 

can include money, housing and opportunities for the teachers’ professional development (World 

Bank, 2010). 
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Individual. It refers on one hand to the professional capacity of those in charge of the deployment 

process of teachers. On the other hand, it refers to the way the same persons are recruited and if 

they are well trained to perform their job. For example, as UNESCO (2010) notes, sometimes at 

the Ministry of Education teachers oversee administrative functions, for which they might not be 

sufficiently trained.  

 

The efficient and equitable deployment of staff does not only concern the mere allocation of duties 

but encompasses morale and motivation (Thompson, 1995). Teacher deployment can affect 

teachers’ motivation, especially when teachers are deployed in less favoured locations or in 

possible dangerous contexts. Therefore, teachers need to be deployed in areas where they can cope 

with the context. If teachers are not familiar with the context, and simply end up adapting content 

and methodology without considering the cultural and social environment, the result can be 

demotivated teachers and loss in terms of quality education (Thompson, 1995; Horner, et al., 

2015). For this reason, a transparent and efficient recruitment is highly important. Some countries 

have also tried to let teachers express their preference. However, preferences can only be respected 

to a certain extent, especially in regions where teacher shortage is consistent or for less attractive 

areas (Thompson, 1995). Thompson argues that it should be important for the Ministry of 

Education to consider the impact of deployment on teachers’ “morale, status, self-perception and 

opportunities for self-development” (Thompson, 1995, p. 62) to achieve an efficient allocation of 

personnel. The next section will focus on the last stage of teachers’ governance, retention. 
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2.2.3 Teacher Retention 

Retention in this study, refers to teachers’ decision and motive to keep working in schools, as well 

as leaving the institution or the profession before retirement. Teacher retention is a relevant 

concept for developed, as well as developing and emergency contexts. The Harvard Report (2005) 

on teacher retention suggests that the decision to remain in schools and teaching are influenced by 

intrinsic and extrinsic rewards (Moore, et al., 2005). Intrinsic rewards refer to the gratification of 

contributing to the students’ development, to teaching preferred subjects, to the possibility of 

learning new skills – to name a few. Extrinsic rewards include among others monetary 

compensation, such as salary and benefits, public recognition of their status and accomplishments. 

Intrinsic and extrinsic rewards are interlinked. One can sometimes prevail on the other, for example 

the incentives to be (well) paid can be more important in contexts where the working conditions 

and the school environment is problematic (Moore, et al., 2005). However, there is not one single 

reason or set of elements that motivates teachers to stay or leave. What is satisfying for one teacher 

might be insufficient for another (Moore, et al., 2005). Within this context, we see the role of 

teachers’ agency –or space of manoeuvre- in the self-definition of those motivations that contribute 

to the decision of staying or leaving. Furthermore, Moore and colleagues (2005) argue that the 

ability to influence their schools – in respect to what they are not satisfied with – is central to 

teachers’ engagement with their job and to prevent them to leave. Research has also shown the 

important link between “teachers’ sense of being effective, their satisfaction with their work, and 

retention” (Moore, et al., 2005, p. 2).  

According to the World Bank (2010) there are four factors that influence teachers’ retention5: 

community, school, family and teachers. While the WB recognized these factors as important for 

retention and motivation, these factors are relevant as well for recruitment and deployment. 

Furthermore, they are somehow connected to the UNESCO (2010) challenge for deployment, as 

shown in section 2.2.2, to underline how the process of recruitment, deployment and retention are 

interconnected.  

Community support and recognition of their status is crucial to motivate teachers. The World Bank 

report (2010) states that if teachers’ role is valued and recognised by the local community, the 

                                                      
5 See Appendix 1  
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chances to leave their jobs are reduced, especially in emergency and conflict situations. Teachers 

in fragile or conflict affected contexts often receive very little or no compensation for extended 

periods. This affects teachers’ motivation, decreasing the quality of teaching, and producing high 

rates of absenteeism. When governments cannot provide an adequate salary, communities often 

pay teachers under the form of incentives (World Bank, 2010).  Furthermore, retention of teachers 

in conflict or emergency settings is directly related to the degree to which it is possible to ensure 

a safe and resilient school setting. In contexts where teachers face threats and attacks, it is difficult 

to provide such an environment and at the same time to keep the motivation high (Ring & West, 

2015; World Bank, 2010). Schools refers to the working conditions and resources teachers must 

deal with that can either motivate or demotivate them. Among the factors that influence teachers’ 

retention there are the following: overload of work, lack of textbooks, lack of teaching materials 

and supplies, poor infrastructure condition, and dangerous or bad environment (Moore, et al., 

2005). Family refers to the ability of teachers to provide for their family according to their salary. 

It also refers to benefits such as pensions and health insurance. Teachers refers to the psychological 

support teachers receive, teachers’ experience with the consequences of the conflict negatively 

affect their motivations and teaching responsibility. These situations undermine their ability to 

cope with their own and their students’ trauma, undermining their ability to provide relevant and 

quality education (Ring & West, 2015). Furthermore, teachers refers to the possibility to 

participate in policy making and curricula for education, and the potential to professional 

advancement (World Bank, 2010). Promotion is an important aspect of teachers’ motivation, but 

as Thompson (1995) states, it can also demotivate teachers. On one hand, teachers want to be 

promoted and recognised for their good work. On the other, teachers’ promotions often imply extra 

duties that are not strictly related to the teaching profession, such as administrative roles. Since 

promotions often imply unfamiliar duties – for which teachers are not trained sufficiently – the 

result can be demotivation and inefficiency at work (Thompson, 1995).  
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3 Research design and Methodology 
 

This chapter explores the research design and methodological approach of this thesis. The first 

section presents the philosophical assumptions characterising the research. The second section 

explores the research setting. The third section introduces the methods used in this research and 

the data collection process. The fourth section presents the unit of analysis and the sampling 

methods. The fifth section explores the analysis of the collected data. Lastly, I will share some 

considerations on ethics and limitations of the research.   

 

3.1 Philosophical Assumptions 

This section briefly defines the worldview that characterises this research and the main aspects of 

the social constructivism standpoint. Finally it states the reasons behind this choice.  Creswell 

(2009) uses the term worldviews to refer to the philosophical assumptions that researchers bring 

to their studies. A worldview represents “a general orientation about the world and the nature of 

research that a researcher holds” (Creswell, 2009, p. 5). Other authors have referred to the concept 

as paradigms (Lincoln, et al., 2011; Mertens , 2015) or epistemologies and ontologies (Crotty, 

1998).  

For researchers, being explicit about their worldview implies identifying the hidden assumptions 

that guide the research. This thesis is based on a social constructivist worldview. A social 

constructivist worldview can be found in the work of scholars such as Berger and Luckmann 

(1967) and Lincoln and Guba (1985) and more recently, in the work of authors such as Crotty 

(1998); Lincoln, Lynham, and Guba (2011); and Mertens (2015). Creswell argues that “social 

constructivists believe that individuals seek understanding of the world in which they live in and 

work” (2009, p. 8). Social constructivism is built on the assumption that individuals assign certain 

meanings to their multiple and diverse experiences.  

Thus, the researcher looks for the complexity of views rather than narrowing these views into a 

few categories. Questions asked to respondents are usually broad and generic to enable individuals 

to focus on what they care about the most, giving them the space to express their views (Creswell, 

2009). Social constructivists also focus on the interactions among individuals and the context 

within which they operate. The researchers focus and explores the specific context, but it is 

important to underline that their background and existing knowledge might affects the 
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interpretation of what is shared by respondents. Usually social constructivists do not start from 

theory to seek an understanding of the phenomenon under analysis, rather they interpret the 

meanings individuals have about the world inductively. This study started from a few key concepts 

from theory that have informed the research but always leaving open space for new concepts to 

emerge. Such standpoint enabled me to embrace complexity, tracing meanings in each 

respondent’s experience, trying to understand and experience respondents’ setting.  

3.2 Research setting  

 

 
Map 1. Location of Cali in the Valle del Cauca Department. in the smaller picture in top left Valle del Cauca department in 

Colombia. Source: Shadowxfox, 2017 

This section introduces relevant information about the research setting and explores the reason for 

choosing Cali among other cities in Colombia. Cali is the third biggest city of Colombia with 

2,394,925 inhabitants, and capital of the department of Valle del Cauca’s. The city is divided into 
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15 corregimientos6, 22 comunas7 and 249 barrios (neighbourhood) (Alcaldía de Santiago de Cali, 

2015).  

Valle del Cauca was one of the departments most affected by the conflict especially its rural area, 

as it is shown in Appendix 2. Today violence is still spread, especially in Cali where the fight over 

the control of the urban territory for the drug trafficking (carteles del narcotráfico) has seen 

paramilitares, pandillas and police clashing on daily basis. Furthermore, criminality is wide spread 

also due to wide poverty and to the so called limpieza social (social cleaning) perpetuated by 

paramilitares, and armed actors. The aim of limpieza social is to “clean” the neighbourhoods from 

small criminals, homeless, prostitutes and poor youngers, in order to create more equilibrium in 

the social structure (Toro, 2016; El Pais, 2016a; El Pais, 2016b). Cali, according to Centro 

Nacional de Memoria Histórica, has the highest rate of murder for limpieza social in Colombia, 

466 only in 2016 (El Pais, 2016a).  

 

The homicide monitor - a project by the Igarapè Institute - positioned Cali as the most dangerous 

city in Colombia, considering the high rate of homicides per inhabitants. In 2016 (see Appendix 

3), there were 1273 homicides with a rate of 53.1 per 100,000 inhabitants (Igarapè Institute, 2016). 

In 2014 (see Appendix 4), there were 1605 homicides with a rate of 68.5 per 100,000 inhabitants, 

showing a decrease in the rate of violence (Igarapè Institute, 2016).  The nature of the violence is 

diverse, the peace deal with FARC has resulted in a decrease of violence around the country. 

However, the conflict between neo-paramilitary groups, other guerrilla groups, pandillas8 and the 

state continues to put Colombians’ life in danger (Ochoa Moyano, 2012). In the first trimester of 

2017 (January/March), 193 human rights activists were killed or threatened in Colombia 

(Programa Somos Defensores, 2017). The alleged responsible of this violence are paramilitaries, 

military and other unknown actors. The Programa Somos Defensores report (2017) stated that 67% 

of aggressions in Colombia are perpetuated by paramilitares groups, 3% by the judicial branch of 

the state, 7% by police, 22% by unknown actors, and only the 0,1% by guerrilla groups.  

 

                                                      
6 Corregimiento is a term used in Colombia to define a subdivision of Colombian municipalities. A 

corregimiento is an internal part of a Department or province, which includes a population core. It is usually less 

populated than a municipality, translation might be close to village.  
7 Comuna is a term used in Colombia to refers to an administrative portion by which the city is divided, Barrios 

are usually inside a comuna.   
8 Gangs mostly involved in drug trafficking 
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Of these 193 human rights activists killed or threatened in Colombia in 2017, the percentage of 

teachers is yet unknown. Moreover, as several respondents reported, often teachers are not 

included in these numbers because of the difficulty to establish whether they were killed because 

of job-related reasons or personal ones. Violence against teachers often raises directly inside the 

schools, being perpetuated by students, parents or fellow teachers (Villar-Márquez, 2010). The 

level of violence perpetuated by external actors is connected to the involvement of teachers with 

trade unions or human rights defence activities (Novelli, 2010a). Moreover, violent events have 

been reported by respondents in fragile neighbourhoods where teachers try to protect students from 

joining a pandilla group, or try to stop illegal traffic inside schools. Furthermore, during the period 

2009-2012, 140 school teachers were murdered and more than 1,000 received death threats 

(GCPEA, 2014a). As Figure 5 (see Appendix 5) shows, the number of teachers murdered, 

internally displaced and threatened, vary according to different agencies. The Ministry of 

Education report 1,086, which refers to all teachers, while the ENS (Escuela National Sindacal) 

report 1,007, but it is only referring to unionised teachers (GCPEA, 2014a). Other data sources, 

such as teachers’ Union FECODE, show much higher numbers: more than 3,000 threats against 

teachers only in 2011 and 2,000 reported threats between January and September 2012 (GCPEA, 

2014a).  

 

During May and June 2017, Cali - among other Colombian cities -, was characterised by protests 

of the school community. The strike, lasted for 37 days and affected 8 million children (El 

Espectador, 2017). Among others, teachers’ demands were: better working conditions, salaries, 

health care; more spending on education, especially on infrastructures and services; improving the 

conditions of the implementation of jornada unica (long day of school); more security guarantee 

for teachers and trade unionists (Vaughan Johnson, 2017; FECODE, 2017). The decision to 

conduct the research in Cali was also influenced by logistic reasons. First, the size of the city. Cali 

is not excessively big as Bogota nor too small or difficult to access as a rural area might be. Second, 

I was impressed by the numbers of teachers participating in the protest in Cali. A first 

documentation on their demands and worries convinced me this was the perfect setting where to 

conduct the research. Lastly, I already had one contact in Cali, which contributed to the final 

decision.  
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3.3 Methods & data collection 

This section shares some considerations regarding the methods used and data collected during the 

fieldwork in Cali. This research uses semi-structured in-depth interviews and two school 

participant observations. I conducted 42 semi-structured in-depth interviews and observations in 

two schools.  Respondents were 34 teachers (many of whom were also trade unionists), four local 

education administrators, and four human rights activists. A complete list of all respondents is 

provided in Appendix 6. Prior to the first interview, I created an interview guide (see Appendix 

7) for the three types of respondents: teachers, trade unionists/human rights activist and local 

administrators. The interviews’ average length was one hour and a half. Interviews covered several 

broad topics, among which the main ones were recruitment, deployment, retention, incentives, 

motivation, general considerations regarding the educational system and the peace process. 

Starting from these broad topics I made some follow-up questions, focusing more on aspects in 

correspondence of the interviewees’ background and answers.  The interview guides were 

modified during the research to include relevant topics that emerged in previous interviews, for 

example the strict Colombian social stratification and two decree laws (1278 and 2277) that have 

created tensions among teachers. Increasingly refining the questions allowed me to go more in 

depth into the phenomenon studied. The last interviews added little new elements about the relation 

between agency, recruitment, deployment and retention (Small, 2009). Furthermore, I maintained 

a degree of flexibility to follow interests or concerns that respondents considered relevant. School 

observations were conducted in two schools, one in Aguablanca and one in Buitrera. During the 

observation in Buitrera, my interpreter and I took field notes both for the interviews and 

observations that have been coded together with the interviews transcriptions. The field notes 

regarded the structure of the school, the interaction between teachers, and students and teachers. 

In Buitrera I could take some pictures, and I attended a primary class, being able to see the 

condition of the rooms and shortly how teachers engage with students. We were welcomed to stay 

in the teachers’ room which was a barrack in the middle of the school, in the open air with very 

limited space for privacy and tranquillity. In Aguablanca we were asked not to take pictures, but 

we stayed during a primary class with the teacher who was later interviewed.  
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Notes were taken also during the interviews to capture gestures or emotions of the respondents 

which could not have been captured in the recordings. These notes regarded expressions such as 

disgust or sadness, expressions of joy or increase of anger or passion for the subject discussed.  

 

3.4 Unit of Analysis & Sampling  

This section explores the unit of analysis and the sampling method used for this study. Considering 

the primary focus of this study, the main unit of analysis were public primary and secondary school 

teachers in Cali. The choice of focusing only on public, and not also private teachers, was informed 

by the necessity of studying the governance processes of recruitment, deployment and retention in 

the public sector. Moreover, I interviewed workers from the local administration, schools’ 

principals, trade unionist and activists for human and civil rights to have a broader spectre of 

information on the topic and different perspectives. Age, gender or experience were not taken into 

consideration while recruiting the respondents. The only factor I considered was the involvement 

in public education.  

Originally, the focus of the research was on threats, attacks and violence against teachers. 

Therefore, finding respondents was challenging, because of the sensitive topic and the lack of trust 

to talk to a stranger. Initially, I had only one connection in Cali, who was not in the educational 

sector. To solve this issue, I posted on several Facebook groups concerning education in Cali, 

including a brief description of my research and a description of the profile I was looking for. 

Through Facebook I also found my interpreter. During the first week of interviews (corresponding 

to my second week in Cali), I managed to interview only five respondents. Due to the difficulties 

to find respondents, I decided to use a snowball sampling technique, that is a non-probabilistic 

type of sampling (Bryman, 2012). I printed hundreds of flyers (see Appendix 8) with a brief 

description of the research, a description of the profiles I was looking for, and my contact details. 

After each interview, I gave some of these flyer to the interviewee asking to share them with 

acquaintances. The interviews resulting from this method turned out to be more relevant. 

Respondents seemed to trust me and were more open to speak and share their stories and thoughts. 

However, at one point, I could not manage all the interviews and responses I started receiving. 

There were days in which I performed more than five interviews. On the one hand this was 

exciting, but on the other I felt overwhelmed by all the stories and stressed by the limited time I 

had to reflect back and relax.   
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3.5 Data Analysis 

This section explores the methods I used to analyse my data including interviews’ transcriptions 

and field notes. Charmaz (2006) distinguished between initial coding and selective or focused 

coding. Initial coding is the first step of coding and can be very detailed. It is important to grasp 

an initial sense of the data obtained in the fieldwork. Selective or focused coding entails to 

categorise the data, highlighting most common and relevant codes (Bryman, 2012). For the initial 

coding and for the selective or focused coding, I made use of the software Atlas.ti. I began by 

assessing the relationships between different categories of codes and identifying the main concepts 

that shape teachers’ agency in Cali. Several themes and concepts emerged as important, driving 

me to change my research question. Examples of such themes are the difference between the decree 

2277 and 1278, tensions due to the perception of different rights due to the decrees division, the 

relationship with the school community, the importance of working in the trade unions or in project 

for children, the possibility of impacting the school management, the limited space for mobility 

and incentives.  The data showed more than only violence and direct attacks. The process enabled 

me to discover different types of violence, not only the direct, but also structural and cultural. 

Furthermore, relevant concepts such as the relationship with the school community and the local 

government emerged as important factors that constrained or facilitated teachers’ agency. I also 

coded and analysed my notes through Atlas.ti from the participatory observations to identify 

descriptive passages that offered ethnographic support or context to this thesis. Due to time 

restrictions, I only translated the direct quotes used in my data analysis section rather than the 

whole text. In conclusion, I believe that the Colombian context, as many others, is unique, and for 

this reason I cannot affirm that the research is generalizable to another context. In general, I think 

that the data I gathered is generalizable to the teachers in Cali, and maybe Valle del Cauca. At one 

point my respondents started to share the same information, worries, motivations and 

demotivation. Hence, these patterns in the interviews suggested that to some extent the research 

reached data saturation (Small, 2009). However, in rural areas as well as in other Colombian cities, 

people might be experiencing different situations, and have different needs. 
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3.6 Ethical Considerations  

The sensitive topic of the research called for several ethical considerations. Originally, the focus 

of the research were teachers under attack. The central ethical concern was to ensure a safe 

environment for the respondents to share their experiences and stories. This was not an easy task, 

due to the lack of spaces where to conduct the interviews. The result was that some respondents 

felt insecure when we conducted interviews in public spaces, looking around while they were 

talking about sensitive issues (e.g. when they shared stories about direct attacks). The interviews 

conducted in safe environments, such as private homes or offices, were more relaxed and full of 

details.  

 

During the interviews, I made clear to respondents that they were not obliged to answer questions 

they did not feel comfortable with. I also made sure that the purpose of the investigation and the 

use of the data were clear. I used verbal rather than written consent for recordings. However, few 

respondents denied the consent to record the interview. When they did, I respected their whish 

which limited my possibility to collect precise data. Regarding the confidentiality, I ensured 

respondents that the information collected was going to be used only for purposes related to my 

research, and that under no circumstances I would share them with third parties. Furthermore, 

another ethical issue was insisting on some topics that might have been stressful for the 

respondents, such as direct violence. This was mitigated by the option given of not to answer 

delicate questions. However, sometimes respondents reacted in an emotional way, I tried to respect 

people’s will and felt uncomfortable to continue asking such questions. However, for the sake of 

the research I continued accordingly to the situation. Lastly, I sometimes found myself in situations 

where I felt uncomfortable and challenged. For example, during an interview a respondent received 

a death threat message, putting me in a stressful situation (See Annex 9 for the text of the threat). 

This event, while being interesting for the research purpose, has influenced me and my behaviour 

in the following weeks. Understanding how to guarantee safety to my respondents became crucial. 

I began to be more careful on the selection of the places where to run the interviews, preferring 

private homes or trusted organisations’ headquarters rather than public spaces.   
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3.7 Limitations  

This research has several limitations. This section aims to explore the most relevant ones. First, 

the language certainly represented a limitation. At the beginning of my fieldwork I could not 

understand or speak with anyone. Fortunately, I met my interpreter who was a native Spanish 

speaker and fluent in English.  In addition to his role as interpreter he became passionate about the 

topic of the research. Therefore, he compensated my poor Spanish, asking follow-up questions 

when I was not able to do it myself. By the time I returned to Amsterdam and engaged with the 

interviews, I could understand almost everything concerning the research.  

 

A second limitation is certainly represented by the local administration. Finding someone willing 

to be interviewed in the local administration was a challenge. I only managed to reach someone at 

the end of my fieldwork. To get the approval to interview four people, working in the ministry of 

education, I had to go through a strict bureaucratic process, presenting documents about the 

research and personal ID. Before their approval, I had a one hour interview with a worker of the 

ministry, inside the secretaria of education in Cali.  

 

This is also connected to the third limitation of this research, which is the credibility of my data. I 

believe that credibility in this study is challenged by the honesty of some of my respondents. Few 

times I had the feeling that they were trying more to please me rather than to be honest about the 

real situation of the country. This was particularly true during interviews with the local 

administrators, regarding the situation of the educational system. Generally, I trusted the honesty 

of my respondents. My interpreter played a crucial role, as local he could explain, ask follow-up 

questions or go deeper into topics that were not familiar to me.  

 

A fourth limitation was represented by the urban space. Cali is a big city that carries logistical and 

safety issues. The only public transport available in Cali is the bus service, MIO. The system works 

well but the buses were always overcrowded, creating problems in switching quickly between 

meeting places. Furthermore, buses do not reach all areas, nor do taxis making logistic more 

difficult. Regarding safety, some neighbourhoods where I went for interviews were highly unsafe 

and sometimes my interpreter and I needed to be more careful or reflect if it was the case to go. 

Nonetheless, Cali is much safer now than ten years ago, and cannot be characterised only by 
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violence. The limitations of this research were compensated by the kindness and openness of 

people.  

 

 

  

 

 

 

 

 

 

 
 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

  



 
Vittoria Arico                 UVA ID: 11433906 

41 

4 Colombian armed conflict, violation of human rights and the 
educational system 

 

This chapter explores the Colombian context in its historical, socio-political and educational 

aspects. The chapter unfolds as follows: The first section explores the Colombian conflict and 

shares some considerations regarding the ongoing violation of human rights. The second section 

explores the educational system. Understanding the context is pivotal to be able to identify the 

setting in which this research took place. The conflict is important because is the background of 

the country, it has left a legacy of violence, poverty, social injustice and widespread violations of 

human rights. While the peace process has opened the possibility for a peaceful future, lots needs 

to be done to reach positive peace. The educational system is pivotal because is central in this 

study, understanding the educational system and its governance will be useful to be kept in mind 

when discussing the findings of this research.    

 

4.1 The Conflict and its consequences 

This section briefly explores the conflict and its consequences on society, education and teachers. 

The armed Colombian conflict is related to long lasting hostility between the Liberal and 

Conservative party (Le Grand, 2003).  This hostility transmuted into two civil wars, the Thousand 

Days’ war (1899-1902) and La Violencia (1948-1957). These wars were fought between the 

Liberal and Conservative parties and their supporters (Holmes & Gutiérrez de Piñeres, 2014). In 

1957, the intense escalation of violence brought the leaders of the two parties to sign a political 

pact known as The National Front (Le Grand, 2003; Holmes & Gutiérrez de Piñeres, 2014). The 

National Front agreement envisaged a rotating power of the presidency and official offices by the 

two parties. Even if election continued to be held, the winning party was already known (Le Grand, 

2003).  

 

The National Front pact has seriously undermined the political participation of other groups 

(Holmes & Gutiérrez de Piñeres, 2014). Between 1970s/80s Colombia experienced a period of 

industrialisation, rapid urban development, secularisation of the middle class and increasing of 

secondary and university education (González, 2004). Colombian society became more complex 

and Colombians could not find space for social movements or independent political expression 

(Le Grand, 2003). The state was also considered weak, without any strong presence in many areas 
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of the country, and its institutional framework considered obsolete (González, 2004; Holmes & 

Gutiérrez de Piñeres, 2014). The situation was worsened by the limitations of agrarian reforms and 

the criminalisation of social protests (González, 2004). Guerrilla groups such as FARC and ELN 

emerged in this context in the early 1960s, many of the leftist guerrilla groups share at their origin 

the will to rebel against the National Front (Holmes & Gutiérrez de Piñeres, 2014; Le Grand, 

2003). Guerrilla groups emerged where the state was absent or not strong enough, enabling them 

to control the territory – both politically and economically.  

 

Paramilitary groups raised in response to the guerrilla. At the beginning, these groups were legal 

and encouraged by the state to support the Colombian counterinsurgency. They were banned only 

in 1989 because of the escalation of their violence (Holmes & Gutiérrez de Piñeres, 2014). In 

November 2016, a peace deal was signed between the Colombian government and the FARC, 

ending 52 years of conflict. However, peace negotiations are still ongoing with the second largest 

leftist guerrilla group ELN (Human Right Watch, 2017). Regarding the paramilitary groups, a 

demobilisation process occurred during the period 2002-2010. However, new paramilitary 

successor groups emerged after the demobilisation process (GCPEA, 2014a). Today, the conflict 

is no longer about tensions between political parties (Le Grand, 2003). The peace deal, –despite 

its obvious positive side– have left exposed the areas controlled by FARC. Resulting in dispute 

for the control of these areas by new and old armed groups. This because the Colombian 

government is still weak in some areas, and have failed in taking control of these areas (Holmes 

& Gutiérrez de Piñeres, 2014; UNHCR, 2017b; UNHCR, 2017a).  

Many escalations of human rights violations in Colombia have been reported by several human 

rights organisations (Human Right Watch, 2017). For example, the UNHCR expressed concern 

about the increase of violence, murders and threats against human right advocates and community 

leaders (UNHCR, 2017b). Despite the peace deal with FARC, the UNCHR (2017) reported that 

more than 1,500 people have been displaced in 2017 and more have been living in confinements. 

Furthermore, in the period January-March 2017 in Colombia there were 193 aggressions to human 

rights and social leaders (Programa Somos Defensores, 2017). Many of these murder cases might 

end with impunity. It is estimated that the 96% of murders in Colombia have never been solved, 

this is due also to the complexity of the conflict and of the strategies used (Novelli, 2007).  
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Particularly relevant for the scope of this research are the attacks on trade unionist and teachers. 

In fact, among violation of human rights, Colombia has one of the highest rates of trade unionists 

threatened or killed in the world. Novelli (2010) argues that between 1999 and 2005 there were 

1,174 reported murders of trade unionists around the world, 860 of which were in Colombia. 

Furthermore, half of these people (416) were working in the educational sector. Trade union 

movements are often connected to the opposition of the national governments. In low income 

countries, teachers represent the largest part of national trade union movements (Novelli, 2010a; 

Novelli, 2010c). Therefore, attacks on teachers could be interpreted as attacks directed to trade 

union or human rights movements, rather than specific attacks on educators (Novelli, 2007). 

Furthermore, attacks can be motivated by local issues, activities or behaviour that are perceived to 

be an obstacle to state and non-state actors (Novelli, 2007; Novelli, 2010c). Teachers might be 

attacked because of what they teach to students or for trying to protect them from recruitment in 

armed groups or gangs (GCPEA, 2014a; United Nation, 2016; O’Malley, 2010).  

 

4.2 The Colombian Education System 

The conflict has left wide social injustice and violence. Education seems crucial to cope with the 

consequences of the conflict such as social inequalities, discrimination and violence. Teachers 

have an important role in the development of students and consequently in the future of the 

country. However, teachers are victims themselves and can perpetuate these consequences 

deepening violence and injustice  (Lopes Cardozo, 2009; Lopes Cardozo & Shah, 2016a).  Since 

1960s, the education sector in Colombia has grown exponentially. Due to government funding, 

primary and secondary school enrolment, as well as university enrolment, has increased between 

1966-1989 (Immerstein, 2015). Despite increased enrolment numbers, equal access to quality 

education differs among regions and social classes. Public education in Colombia can be seen as 

a form of welfarism. This is also due to the strict social stratification in Colombia, that applies to 

taxes as well as to education. The estrato, the Colombian social stratification, divides the 

population in six classes, from 1 – the lowest – to 6 –the highest. Public schools are usually 

attended by lower estrato (social class) 1, 2 and 3, rarely 4. Estrato 5 and 6 usually prefer private 

schools which might be more stable in providing continuity to class. However, private schools are 

present for all estrato at different prices, the quality of education vary according to fees. The OECD  

(2017) report education at glance 2017 reported that Colombia has increased the percentage of its 



 
Vittoria Arico                 UVA ID: 11433906 

44 

GDP spent on education accounting for 5.8%9. It is a high percentage if we compare it to the 5.2% 

average across OECD countries. However, annual expenditure per student in Colombia is still low. 

Colombia spends USD 3,25 in contrast to the OECD countries’ average of USD 10,76. It is closer 

to the average of Latin American countries such as Argentina (USD 4 240), Chile (USD 5 135) 

and Mexico (USD 3 703) (OECD, 2017). The Colombian government assigns approximately 40% 

of public fund to primary education, 30% to secondary education and 16% to higher education. 

Furthermore around 90% of government spending is destined to pay salaries and only 1% is 

invested in materials and equipment (Garcia, et al., 2015).  

 

Furthermore, Colombian teachers and education are experiencing the consequences of neo-liberal 

reforms and years of poor administration (Galindo, et al., 2015). In 1990 the Colombian 

government introduced a range of neo-liberal political and economic austerity measures, promoted 

by the World Bank and the IMF (Novelli, 2010c). The measures concerned the deregulation of the 

financial system, the increase of private participation in the Colombian economy and labour reform 

of public sector (Fondo Monetario Internacional y Gobierno de Colombia, 1999). This has led to 

protests and tensions which were dealt with strong forms of violence by the government (Novelli, 

2010c). Alongside, on the 3rd of December 1999, the Colombian government and the IMF signed 

an agreement in which the Colombian government committed to implement neo-liberal policies to 

increase the economic development of the country (Fondo Monetario Internacional y Gobierno de 

Colombia, 1999; Galindo, et al., 2015). These policies concerned public education, vulnerable 

sectors of the population, regulation of the privatisation and trade policies, flexibility in the 

currency exchange, increasing the GDP of 5% by 2002 and lowering inflation from 10% to at least 

6% and other macroeconomic measures (Fondo Monetario Internacional y Gobierno de Colombia, 

1999; Galindo, et al., 2015). These measures have led to a consistent cut in the education system 

(Galindo, et al., 2015). These neo-liberal policies are relevant for this study for three reasons. First, 

these measures have created tensions between the government and teachers. This clash has 

undermined the possibility of positive confrontation on important themes, such as improving the 

quality of education or teachers’ working conditions. Second, the cutting of expenditure has 

undermined teachers’ ability of fostering change and quality education, especially in terms of 

materials and infrastructure. Third, the neoliberal policies have undermined teachers’ rights, 

                                                      
9 The percentage is at primary to tertiary levels combined.  



 
Vittoria Arico                 UVA ID: 11433906 

45 

lowering incentives, creating new rules for recruitment and deployment, and eventually creating 

more obstacles for teachers’ salary and professional advancements.  This has been done through a 

single law in 2002, the decree 1278, which have forged a new generation of teachers under a brand-

new regulation. Eventually the division between teachers belonging to the new decree 1278 and 

teachers belonging to the old decree 2277, has created divisions and tensions among teachers, and 

among teachers and the government. Grievance about poor working conditions, low salaries, little 

spending on education have been among the topics of the 37 days of strike that took place in 

Colombia during May to June 2017 (Vaughan Johnson, 2017).  
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5 Empirical Chapter 
 

Teachers’ identity cannot only be defined by their profession and performance. As human beings, 

teachers have emotions, dreams, expectations that might be unfulfilled during their life. This study 

wants to recognise this duality as human beings and workers, showing how their agency can be 

constrained or facilitated by factors that influence their profession and life. To explore how 

teachers exert agency over the process of recruitment, deployment and retention, this chapter 

answers three sub-questions –which will be mentioned at the beginning of each section– and 

thereby the main research question. The narrative presented in this chapter is constituted by stories 

of several teachers, activists and workers in the ministry who see education from diverse 

perspectives. 

  

The chapter unfolds as follows: The first section explores the first sub-question providing insights 

into the reasons behind the choice of becoming a teacher, and the teachers’ recruitment process. 

Furthermore, two decree laws –1278 and 2277– that have created tensions, different rights and 

needs among teachers, will be explored. The second section explores the space of manoeuvre 

teachers have in the teacher deployment process, underlining some issues related to the current 

state of the deployment process, while also exploring the concept of mobility, thus teachers’ 

transfer process between schools. The third section explores the third sub-question, which is 

related to the concept of teachers’ retention, the state of the educational system and the incentives 

teachers would like to receive in Cali. The three concepts recruitment, deployment and retention 

are overlapping, because they are highly-interconnected concepts. For sake of the analysis, the 

three sub-questions are presented as separate. However, the dimensions have some common 

aspects, for example the incentives presented in the dimension of retention are as important in 

recruitment as in deployment. Furthermore, there are three main perspectives that are explored 

indirectly or directly in this chapter: the school community, the administration and the trade 

unions. Names have been changed or omitted to secure anonymity.  

 
5.1 Teachers to be: The recruitment process 

Becoming a teacher in some contexts is seen as a solution to have a stable job. The teaching career 

could provide a guaranteed income even if the salary might be low and the working conditions not 
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ideal (Lopes Cardozo, 2009; Novelli & Sayed, 2016). The reason behind the decision of starting a 

teaching career varies according to individual preferences. It can be the salary, the desire to create 

a social impact, the wish to lower social barriers or simply to have a stable job. This section will 

explore the first sub-question of this study: What are the main factors that shape and what space 

of manoeuvre do teachers have in the recruitment process in Cali, Colombia?  

This section comprises two sub-sections. The first section explores individuals’ motivations to be 

a teacher in Cali. The second sub-section presents the recruitment process and the difference 

between two laws that have been dividing teachers in an old and a new generation.  

 

Why did you become a teacher? 
 
The romantic imaginary of a teacher is usually the one of a person whose morality is high enough 

to take on the responsibility of inspiring the next generation. The reasons behind the choice of 

becoming a teacher vary, affecting the entire career. The first step for anyone who wants to become 

a teacher is training, therefore education must be achieved in a university, or as the case of 

Colombia in a normales. Public universities in Colombia are expensive, benefits from the 

government are few and the number of students accepted limited. Every year in university amounts 

to an amount of money that not everyone can afford. It is not just about the fees but the cost of 

books, food, transports that together can result in a high investment. For this reason, many people 

decide to go directly to a normales, an educational institution where future educators are trained. 

As education is recognised as a way to escape poverty, being a teacher in Cali might be the best 

option to have a stable job, with a guaranteed income and a relatively low investment. This sub-

section explores the main reasons why individuals become teachers in Cali. According to my 

findings, these reasons are the reasonable work load which allow more free time, escaping poverty 

or feeling constrained by the events of life (no other option), vocation, thus personal motivation 

and dreams.  

 

The teaching career compared to other jobs can offer a reasonable work load, leaving space for 

more free time and other activities. Teachers who share this motivation, say that they could 

dedicate their free time to trade unions activities, hobbies, studies and their family. The salary, 

even if perceived as not sufficient by all the 34 teachers I interviewed, is also an important factor 
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connected with the possibility of professional advancement. The two combined seem to make 

teaching an attractive career: 

 

“I could have a little bit more [than in his previous job] and you have the chance to increase 

your salary, to study, you can have free time to do other things. For me this has been the work in 

the community, the trade union, volunteering work as I have been part of an NGO. I bring all 

this into my class” (Int. 10, 2017) 

 

Another reason to become a teacher is the possibility of escaping poverty and violence. Many who 

came from poor conditions felt constrained by the structure of the society in which they lived. This 

was also the case of Marcus, who dreamt to work in the US. But as his dream did not become 

reality, he started working in private schools, fell in love with the job and then applied for the 

concurso –the Colombian examination to become a teacher. Eventually the motivation to be a 

public teacher was to give back something to the community. Likewise, George wanted to be a 

lawyer, but his family did not have enough money to send him to law university, so he decided to 

work as a teacher, following the suggestion of his father who wanted a stable job for him. The 

same condition occurred to Leonardo who shares: 

 

“I studied chemistry because I did not have other options. My dream was to study mechanic 

engineering, but my family did not have the money for that, so I studied at night (in a night 

school) and the only course available at night was licenciatura. I decided to graduate in 

chemistry. Over the years, I fell in love with my job but it is not something that I planned, it just 

happened.” (Int. 21, 2017) 

 

The third reason to become a teacher is vocation. Teachers argued that becoming a teacher was 

their life dream, something they always had inside. Being in class with children, helping children 

and the community to develop is seen as a noble life path. Especially in areas where children might 

live under harsh life conditions. Teachers’ moral goals is to help develop children opportunities, 

escaping poverty. Furthermore, they feel more motivated to protect students from discrimination, 

stigmatisation and violence, sometimes because they were victims of such violence themselves. 
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Teachers with a troubled life path, believe to have been “rescued” by education and made their life 

purpose helping people in their same circumstances.  

 

A story of empowerment through education is the one of Aaron, a teacher in Siloè, one of the worst 

neighbourhoods in Cali, where violence is tremendously spread. Aaron was a pandillero (a 

member of a gang) from Siloè. His family was very poor and he had to start working at the age of 

nine. In Siloè he started to be involved in illegal activities, drugs, guns and violence. Thanks to a 

non-profit organisation working in Cali he discovered the importance of education and how 

education can empower people. Aaron entered in the school system late, but his passion for 

teaching arrived immediately. After graduation with the help of a Univalle10 professor he took his 

bachelor degree. In the concurso, Aaron chose to go to Siloè. His work as a teacher is combined 

with his life experience, trying to help students to get out or avoid getting into illegal activities. He 

also works directly with gangs, trying to protect children from joining a pandilla and he also 

worked inside a rehabilitation centre, a prison were minors are sent. His vocation is to give to 

children the same opportunity he had.  

However, this can be extremely dangerous in Cali, and in Colombia in general, for Aaron as well 

as for many others who work with the most vulnerable, forgotten, discriminated and stigmatised 

people in Cali. It is very important to know the context and to know how to act in relation to it. It 

is especially important to be recognised and accepted by the community. As Aaron states: “The 

west part of the city, as Aguablanca or Siloè, are very complicated. There is a lot of violence, more 

than you can imagine. These children do not know anything else, many of them are not able to 

read or write. You need to be able to let them fall in love with education and to know how to 

interact with them, otherwise, as it has happened in the school I’m working in, you do not end up 

well, teachers have been threatened. Violence is spread there” (Int. 13, 2017). Furthermore, it is 

important to underline that the strict social stratification of Colombian population in estrato (social 

classes), created in 1994 by the law 142 (Congreso de la República de Colombia, 1994), has 

divided the Colombian society in six classes from 1 (extremely low) to 6 (upper). This division 

has created wide discrimination and deep social injustices (Hastings & Dalton, 2014). This is also 

visible in public schools, that are usually attended by lower estrato, making teachers’ vocation and 

                                                      
10 University of Valle del Cauca. 
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motivation highly important. Most of the teachers interviewed for this study were working in 

troubled neighbourhoods, with children that are often abused, or live in poor or hard conditions. 

 

I would like to underline that motivations to become a teacher are not rigid, but overlapping.  

Teachers have more than one reason to take up this career. It is important not to consider them as 

strict categories but as broad motivations. The next section provides insights into two decrees 

(hereafter decreto), 1278 and 2277, that regulate two generations of teachers and their work. The 

next section is relevant for the whole chapter as these divisions influence recruitment as well as 

deployment and retention. However, the author has decided to keep the section separate to show 

its importance and to give more coherence to the structure, which otherwise would have been too 

long and difficult to follow.  

 

Decreto 1278 and 2277 and the process of recruitment 
 
This section explores two specific laws, 1278 and 2277 that have been dividing teachers into new 

and old generation, reshaping the teaching profession while giving space for an exploration of the 

recruitment process. 

 

One of the major issues I came across during fieldwork, related to the recruitment process, is the 

difference between the two laws (hereafter decreto) 2277 (from 1979) and 1278 (from 2002). Even 

if not strictly related to the examination, the perception of different rights is a motive of divisions, 

grievance and tensions among teachers in Cali.  

The law 2277 was the first law to regulate the teaching profession in Colombia. This law was the 

result of a strong and collective action in 1979 with a strike that lasted four months. Teachers 

demanded the professionalisation and regulation of their work. Earlier, the teaching profession 

was deregulated and exposed to arbitrary informal rules such as nepotism, which resulted in low 

quality. At the time, it was not uncommon that “Teachers earlier were paid with aguardiente 

[typical Colombian liquor], no money, teachers were not recognised as professional, eventually 

though a big fight they recognised us” (Int. 5, 2017). Furthermore, before the establishment of 

decreto 2277, teachers were not required to have any particular education. Through the 1979 strike, 

teachers have achieved compulsory higher education for teachers. The strike persuaded the 
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government to regularise teachers’ work and created the escalafón docente (salary range11). The 

teaching profession was finally more stable, and teachers acquired a secure salary. However, 

according to teachers who belong to decreto 2277, teachers who belong to the decree 2277 were 

recruited, through politiqueria, in other words, favouritism or nepotism. The key was to know 

someone inside the local ministry of education or someone inside a strong political party:  

 

“At that time, you needed to know a politician. Through this, they used to collect votes. I had to 

buy a political party membership card. When a teacher left her place, the party called me and 

gave me the place” (Int. 17, 2017, teacher) 

 

Even though this is not an isolate story, and teachers from both decretos reported this as a common 

mechanism to be hired before 2002, an official from the local government denied this system:  

 

“Teachers’ recruitment, before the examination was established, was under the discretion of the 

chief [the mayor of the city]. Each district had a list of people who had the requirements for the 

job and according to the needs of the place they called teachers from that list. In the past 

teachers could have been only people who had a normales diploma or licenciatura” (Int. 24, 

2017) 

 

The recruitment process was regularised with the decreto 1278 of 2002 which established the 

dynamics of the national concurso (examination). This educational reform fell into broader 

neoliberal reforms started by the government under suggestion of the IMF and World Bank in 

1999. The two institutions demanded more privatisation and deregulation of the economy and a 

more decentralised education system in Colombia (Galindo, et al., 2015; Reyes, 2001). In other 

words, the educational reform of 2002 mirrors a broader global educational agenda which 

emphasise the needs of a more managerial approach to solve the problems of education (Verger, 

et al., 2013). This “Global Managerial Educational Reforms” (Verger, et al., 2013, p. 1) have 

targeted, directly or indirectly, teachers’ working conditions, their status, responsibilities and the 

way their work is assessed and evaluated, reshaping the teaching profession (Verger, et al., 2013). 

 

                                                      
11 Calculate by time of service, credits and academic titles. 
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The establishment of the concurso through the decreto 1278 has helped to prevent corruption in 

the recruitment process. Today, teachers are recruited by the national MoE through an open and 

public examination. The examination evaluates skills, experience, interpersonal relationships and 

psychological conditions of aspirant teachers. There are 10 stages of recruitment in Colombia as 

established by the decreto 1278: 

1. Announcement 

2. Registration and publication of admission to the tests 

3. Testing of skills and psycho-aptitude 

4. Publication of the results of the tests 

5. Collection of documents, verification of requirements and arrangement of an appointment 

for the interview 

6. Background check and interview 

7. Publication of results of background assessment and interview 

8. Publication of the list of eligible candidates 

9. Arrangement of trial period 

10. Trial period 

The decreto 1278 (2002) indicates that in order to be eligible for the concurso, teachers must have 

at least one of the following: a bachelor degree, a diploma from a normales12 or a licenciatura13 

(Ministerio de Education National , 2002). Eligible teachers are included in a list (lista de elegible). 

This list guarantees the availability to work of these teachers for two years.  

 

The recruitment process is conceived to select those individuals who wish to become teachers and 

who have the right qualifications, studies, skills and psychological stability. However, teachers’ 

perspective on the recruitment process reveals a difficult and long procedure, considered 

inefficient to grasp teachers’ real competences. Teachers in Cali believe that one of the main issues 

with the concurso is its length. The average time between the application and the first day of 

probation period is 1.5 years. Alex, a teacher who belongs to the decreto 1278, perceives the test 

of the concurso as to be too broad and encompassing a wide range of questions: 

                                                      
12 Educational institution that train teachers.  
13 Bachelor degree in education.  
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“It covered everything, for me it was very difficult. For example, I want to teach social science 

and Spanish literature. But they also asked me about math, science, arithmetic, and English. I do 

not know anything about English and I do not want to learn it. We have 36 languages in 

Colombia, I want to learn those” (Int. 12, 2017) 

 

Furthermore, teachers complain about the length and the difficulty of the examination, especially 

on how the examination was too close to the US standard. The decreto 1278 has stabilised teachers’ 

recruitment, with a clearer process than the past. However, the coexistence of two different 

decretos has also created strong divisions, due to the perception of teachers who belong to decreto 

1278 to have less rights and benefits. And vice versa, as a teacher who belongs to decreto 2277 

states: 

 

“They [teachers from 1278] tell us that we have all the rights, that we have more money, but it is 

not true. What they [the government] are doing to them, they have done it to us, in the 80s. They 

gave us the law but they took away from us the rights [referring to the professional 

advancement]. This has created hate and a bad environment among teachers, resentment. There 

is not cohesion, there is conflict inside the school system, teachers cannot find an agreement.” 

(Int. 21, 2017) 

  

Aaron, a teacher hired through the 1278 decreto, when talking about the difference between the two 

decretos, is very harsh on teachers who belong to 2277: 

 

“They call us twelve seventy and nothing [doce setenta y nada] we are nothing, they [2277] gain 

more money, more benefit, go to retirement earlier. We do not” (Int. 13, 2017) 
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Picture  1. A prop used during the strike. Source: Vittoria Arico, 2017  

 

The picture above, shows a prop used during the last strike of 2017, and it perfectly summarises 

what teachers think about decreto 1278. Teachers who belong to the 1278 believe to have less 

rights and benefits, that, I argue, turns out to be true for at least four reasons: professional 

advancement, evaluation system, the retirement process and a clause of the 1278 decreto which 

opens the teaching career to every professional. First, and apparently the most important, the 

professional advancement. The escalafón, the salary range teachers can achieve in their career, 

differs between the two decretos. The main difference is the maximum a teacher can gain and the 

access to the different levels of salary. The escalafón of decreto 2277 has 14 levels, the maximum 

a teacher can gain is 3,397,579 Colombian pesos per month (977 euro) while the minimum is 

1,034,911 (297 euro) (Republica de Colombia, 2017b). It is to be underlined that both minimum 

and maximum salaries are low if compared to the cost of life in Cali today. According to this 

decreto, the salary increases through time of service, credits and academic titles. The average time 

to reach the 14th level is 25 years. With the new decreto 1278, the escalafón has changed to three 

main categories each encompassing four sub-categories. In other words, there are level 1, 2 and 3 

but to reach level 2 teachers must go through level 1A, 1B, 1C, 1D. The difference between A and 

D is very small. The main change is also the different salary for people who have a master degree 

or a Ph.D. The lowest salary under decreto 1278 is around 1,405,000 (approx. 400 euro) and the 
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maximum (for those with a Ph.D.) is 6,682,827 (approx. 1,800). Those teachers who hold a master 

can earn up to 5,023,226 (approx. 1400 euro) (Republica de Colombia, 2017a).  

 

However, because studies can be very expensive in Colombia, few go beyond the master. Money 

spent for a master or a Ph.D. can be relatively higher than the gained salary increase teachers 

eventually receive. A teacher who belongs to 2277, discusses the new decreto and underlines the 

following:  

 

“It is very difficult to advance in the escalafón. Not everyone has the budget for a master or 

Ph.D. You can have all the enthusiasm that you want but in Cali a master can be from 20 to 50 

million pesos [approx. 6,000 to 14,000 euros] and you might not get that money back. It is not 

worth it” (Int. 6, 2017) 

 

Even though salaries have increased, the main grievance is about the difficulty to obtain and to 

have recognised the right level by the MoE. While the official records recognise your studies 

teachers might not receive the amount of money they deserve, this produce a conflictual 

relationship with the government and the management of the recruitment process.: 

 

“It is a depraved system. Even if you have a Ph.D., you should gain 6 million, but while they 

recognise your studies they fool you all the time. For example, you go with your Ph.D. [to the 

local ministry of education], and say ‘I have a Ph.D. which level am I’ and they just put you 

through the bureaucratic machine, and you must wait and fill papers. Because the law says that 

only if they have money you can ascend …So it is depraved, they manipulate us, the government 

knows very well what is our Achilles’ heel and this is dividing us” (Int. 17, 2017) 

 

Second, the decreto 1278 established teachers’ evaluation which takes place every year. While this 

evaluation does not apply to teachers who belong to decreto 2277–characterised by less control 

over the work, presence in the schools and behaviour– the 1278 must go through a rigid evaluation. 

The evaluación de desempeño (performance evaluation) consists of two steps. First, every teacher 

must (through his/her own resources) produce a video of a class to send to the local ministry of 

education (hereafter secretaria), together with a photo, audio and papers collected throughout the 

academic year. The national ministry sets the requirements in every detail. The second is an 
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evaluation of the school principal on the teacher’ work. If the evaluation is not satisfactory the 

principal can decide to terminate the contract. There are strong complaints about the evaluation 

system, because the video is often not representative of teachers’ work. The video can be easily 

distorted, for example asking children to act for 45 minutes. Furthermore, it is seen by teachers as 

a method to control them and to keep them busy. Limiting their space of manoeuvre inside classes, 

especially their freedom of expression in class, constraining their agency. This perception of 

constriction relates to the government’s evaluation as well as the principals’ evaluation. The latter 

is considered highly arbitrary, as Antonio, teacher and president of a trade union, points out: 

 

“The government has given principals a huge power over teachers. They are scared to do 

anything because they know that if they do something they are subject to the professional 

evaluation” (Int. 42, 2017) 

 

However, on the other hand there are no real instruments to control 2277 teachers’ work. Principals 

and the ministry have limited power over teachers who belong to decreto 2277. For example, if a 

teacher shows misconduct in class or is absent for long time, principals can admonish the teacher, 

but only for strong reasons they can be fired, such as sexual abuse or drug consumption in class. 

Therefore, it is important to understand that the differences between these two decretos are not 

black and white. In other words, not everything from decreto 1278 is negative as not everything 

from decreto 2277 is positive. An example is the salary range which is considerably lower for 

teachers who belong to decreto 2277 if compared to the maximum a teacher can gain within both 

circumstances. Furthermore, the lack of evaluation for teachers belonging to decreto 2277, while 

it allows more freedom of expression and space of manoeuvre in class, surely it undermines the 

ability of principals to encourage teachers to give classes. On the other hand, the strict evaluation 

under the decreto 1278 goes on the extreme opposite, giving too much power to principals and 

little space of manoeuvre and freedom of expression to teachers. While there is not a single right 

answer, I argue that the two are the opposite extremes and are both failing in preventing teachers’ 

misbehaviour or in motivating them. A solution in the middle might be the answer, leaving space 

for teachers to express themselves without the fear of being fired, but at the same time giving some 

power to principals to correct teachers’ misconduct.  

 

Third, the retirement process is important to look at. Teachers who belong to decreto 2277 retire 

with 75% of the average income of the last year of work. The 1278 retire with a 65% average of 



 
Vittoria Arico                 UVA ID: 11433906 

57 

the last 10 years of work. However, for both cohorts the law 1821 of 2016 increased the age of 

retirement for public workers from 65 to 70, for both man and women (El Congreso de Colombia 

, 2016). This division has created grievance among teachers, and affected the motivation of 

teachers in starting the career. Furthermore, it influences the retention’s process because a 

perspective of a low pension might lower the appeal of the teaching career in the long term. 

 

Lastly, grievance raised over the possibility established by the decreto 1278 to open the 

examination to any professional. In the past only graduated students from a normales or those who 

had a licenciatura could access the examination process to become a teacher. Today anyone who 

is a professional can participate to the concurso. The only additional requirement is to attend a 

pedagogy course of one year. In other words, an engineer, a biologist or a doctor can participate 

to the examination together with those who have studied to become a teacher. This has created 

strong grievance among teachers, arguing that by so doing the government has undignified their 

role, contributing to lowering education’s quality. As Anne, a teacher who belongs to 2277 shares: 

“If I am a biology teacher, I do not participate in the concurso to become a doctor or to perform 

surgery on people. But a doctor can be a primary teacher!” (Int. 4, 2017). The major issue that 

concerns teachers over the “non-pedagogic teachers” is that they lack knowledge about being a 

teacher. Therefore in their opinion, this new wave of professionals lack basic knowledge of 

pedagogy, knowledge on how to prepare classes, how to correctly evaluate students, and most of 

all they lack vocation. The mandatory year of pedagogy does not seem enough to equip teachers 

with the right tools: 

 

“With all the due respect, a teacher must study in a normal, where they train you to be a teacher, 

there you study for 12 years. After that you take your licenciatura for other 5 years, then you can 

go teaching. Today a veterinarian can teach, they have no idea about pedagogy, no idea about 

methodology, how plan classes, how to deal with children, they have no idea because they were 

not trained for it. What can you learn in only one year of training? I do not know what plans the 

government has, but they want to destroy education, there is no respect for the teaching career” 

(Int. 42, 2017) 

 

 

In conclusion, these two different decretos have created a clear division among teachers. People 

call for one law that includes all and gives teachers the same rights. But with the years passing by 
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and teachers belonging to the old decreto going to retirement, the opportunity to have a different 

law that protects and enhances teachers’ rights is vanishing:  

 

“During the last strike, nothing was done about the possibility of creating one decreto that could 

recognise us all as equal, without demeaning, devaluing, underestimating and despising our 

job” (Int. 17,2017). 

 

The division has created tensions among teachers, constraining their agency and the efficiency of 

their collective work. These tensions prevent them to fight cohesively for their rights, constraining 

their ability to negotiate and find solutions between teachers, and between teachers and the 

government. The next section will explore the concept of deployment, the process, its 

problematics, and the concept of mobility.  
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5.2 Did you choose where to work? Deployment process 

This section explores the second sub-question of this study: Which factors influence teachers’ 

deployment, and what space of manoeuvre do teachers have in the deployment process in Cali, 

Colombia?  To answer this question, this chapter first explores the process of initial deployment 

and the process of transferring between schools. Second, the chapter analyses the problems related 

to the deployment process. 

The process of teachers’ deployment. 
 
Teacher deployment in Colombia is a stage of the concurso. The first part of the concurso is 

executed on a national base, in Bogota. After the publication of the test results, the process shifts 

to local governments. Therefore, the psychological and medical tests, and the deployment are 

carried out by the secretaria of education, in this case in Cali. Regarding deployment, before the 

concurso starts and for the entire time of the examination, aspirant teachers have access to a list 

of available places. After the publication of the eligible teachers, there is a public consultation 

called audiencias publicas. At this stage teachers can choose among the places available. Priority 

is given to the first in the list following the order of the teachers selected (Ministero de 

Educacion Nacional, 2010). As a worker in the ministry of education recalls: 

“During the public consultation, people who gained a higher score have priority in choosing the 

place where to work. In the list of places available there is everything: urban, rural, places 

considered to be high risk, places of difficult access. People who have the best score choose 

places close to their home or a school that they like. In this way, people in the list start to choose 

from the first to the last. The last in the list have limited options. They can decide to take what is 

left or they can also refuse” (Int. 25, MoE, 2017). 

Therefore, teachers from decreto 1278 can show their preference and according to their position 

in the examination’s results, they are able to indicate where they would like to work. The higher 

the teacher is in the ranking the wider is the choice. The lower the positioning in the ranking the 

narrower is the choice. This implies that the best teachers have the opportunity to choose. Usually 

the choice is based on where they live and the characteristics of the schools. Urban areas and 

institutions close to their home are usually preferred to rural or troubled areas. Teachers with a low 

score in the examination are at the bottom of the list and must take what is left among the places 

available. These are usually in dangerous area of the cities or rural areas. Findings suggests that 
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the implication of this system is that the more skilled teachers go to urban areas, leaving difficult 

or rural areas to less skilled teachers. However, this is not always true as the reasons why a teacher 

achieves a low score in the examination might vary. Furthermore, some people might purposely 

choose to work in troubled areas, as Aaron’s case demonstrated (see Aaron story, page 56).  On 

the other hand, teachers show agency also refusing to go to places that might be dangerous or too 

far from their home. Nonetheless, those who refuse to teach in these areas do not get the teaching 

job. To avoid this, many accept and wait for the four years necessary to ask to be transferred to 

another place. Teachers who do not accept a teaching position and all those for whom there is no 

position available, stay in the list of eligible teachers for two years. During this time, if there is a 

need for a teacher, the secretaria of education calls people on the list. After two years, teachers 

who belong to decreto 1278, must retake the concurso.  

“If you accept you must stay three years plus the one year of probation before you can ask to be 

transferred. There are teachers who think three years are too many and who decide not to do it. 

But on the other side if you are not well prepared, for example you miss the pedagogy, the 

principal can tell you that you are not useful in that school and s/he does not accept her” (Int. 

34, 2017) 

 
The last quotation opens a second important aspect related to the concept of deployment, the one 

of mobility. In other words, mobility refers to the process through which a teacher in Colombia 

can change schools. There are two options for mobility, the official one and the unofficial one. The 

former refers to the possibility for teachers to change places through the MoE. The process can be 

very long and there is no guarantee that the process will end as expected. The latter refers to the 

connections you have inside the MoE:  

“It's not easy but it is not impossible [to change places]. You need what we call here ‘palanca’, 

someone who helps you. If you have a friend at the Secretary of Education the process is easy, if 

you have a friend. In the real process, you must demonstrate a strong reason why you want to 

move. Many teachers leave because they were threatened. So today you need to be in danger so 

they are able to move you, if there is another place or if another teacher decides to move 

because of health problems or because they just want to move. But the process can be long if you 

don't have a friend” (Int. 3, 2017) 

 

The official deployment process can be very long because of the complex bureaucracy, the limited 

places available or because the motivation to change places is not strong enough. Teachers who 
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want to change places need to present a request to the secretaria of education in November or 

December, together with their reasons. Inside this official process there are two levels, ordinary 

and extraordinary measures. Inside the ordinary measure there is the process presented above and 

what is called permuté, in other words switching places with another teacher. As Nina shares: “I 

exchanged place with another teacher. The teacher who was here went to Bogota and I came here 

from Bogota” (Int. 6, 2017). This is an easy and official process, in the secretaria de education’s 

headquarters in Cali, there is a board in which teachers post messages requiring someone to take 

their place in exchange of another one. The reasons might vary, for example Nina, in the quotation 

above changed places because Bogota was too cold and she had some health problems. The process 

of transferring for extraordinary reasons –such as threats, high risk for the teacher’s life and for 

serious illness– consists of a report presented to the secretaria of education of the situation. The 

secretaria considers the level of risk and acts accordingly. There are three levels of risk: low, 

medium and high, which apply to all teachers:  

 

“One need to present a charge to the secretaria, the teacher stays in the secretaria until they 

decide what to do. They transfer him/her to another institution so the teacher is protected. If the 

situation is delicate they send him/her to another department. If the situation is very delicate or 

complicated, if there is fear that the teacher might be killed, immediately FECODE and SUTEV 

[trade unions] with the secretaria discuss with international organisations and they send the 

teacher to another country. Basically, we have an agreement with Canada and Chile, where you 

can stay for 5 years” (Int. 8, 2017) 

   

However, not everyone trusts the system in being efficient as it should be. This is because they 

believe the process is too long and sometimes the requests are not taken seriously: 

 

“To be transferred you need to present papers at the Ombudsman's Office and sometimes they 

tell you ‘If we do not have places available, where should we send you? Better that you stay 

where you are” Do you understand me? The justice system is absurd, in other words they tell 

you ‘better that they kill you’ (Int. 6, 2017) 

 

Furthermore, many times individuals do not press charge against their persecutors, and the threats 

or murder remain unpunished: 

 

“During the strike a colleague was murdered, we do not know the reason, she never told us she 

was threatened but she was murdered. What do you think happened? Nothing. They waited for 
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her outside her house in Buitrera. They shot her 4 times and left her like that, they didn’t rob her 

of her money or anything. So, when something like this happens, the government, because it is an 

inconvenience for them, they say it was a passion crime, or that you were a guerrillero or a 

FARC member. They build these lies. We do not have any guarantee for our lives. Our life 

doesn’t matter” (Int. 35, 2017). 

 

The reason not to press charges can be found in the fear of not being helped or ignorance regarding 

existing laws as Juan, a lawyer and teacher points out: “Often people who are killed or all the 

desaparecidos [disappeared] among teachers did not know the law and the protection protocol” 

(Int. 5, 2017).  

 

The importance of understanding the context 
 
The main problem of the deployment process is the lack of knowledge of the context into which 

teachers are sent. Problems might raise over the lack of knowledge of the context such as violence, 

demotivation and lower performance. For example, teachers have been victims of violence because 

they were not able to deal with the context or were not accepted by the community. As Christine 

shares, it is extremely important to get informed about the institution and the area before accepting 

the job: 

 

“As SUTEV [trade union] we go to the ‘audiencias publicas’ and teachers do not know about the 

context. They ask you ‘where is el Cairo?’ They do not know where they are going and they must 

live there. There are 3, 4 hours of horse ride to go there, they do not know, so there are people 

that after [some time] decide to leave” [----] “But if you must provide for your family, you go 

there and commute every week, but if you have small children you might refuse. Thus, I say that 

here the human condition is not taken into consideration. They do not care” (Int. 35, 2017). 

 

The first problem related to the lack of knowledge is not to be able to engage with the community. 

Areas in which violence is spread are more complicated and teachers need to know how to confront 

with the school community14. Teachers need to know how to engage students that might have a 

different view of the world for their life experience. Students might use a different slang, being 

rude, or violent. Teachers who do not have a clear understanding of the context might find it 

difficult to work under these conditions. Furthermore, teachers might find themselves in difficult 

                                                      
14 By school community this study refers to students, parents, teachers, principals and workers inside the schools.  
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positions. For example, opening discussions about certain topics or trying to protect youths from 

violence, such as pandillas or drug dealing. The drug micro-traffic inside schools has raised 

concerns among teachers who have little knowledge about drug consumption and dealing inside 

the schools. 

 

“Before I arrived [in the school] 5 teachers were threatened and left. There are a lot of problems 

of violence in schools with teachers, but with me no, because I came from that context. I speak 

with them as they speak to each other and we understand each other. Behind being a teacher I 

am a friend to them, and they respect me, but there is a lot of violence against teachers in the 

school” [---] “So if an educated person come into this context everything is perceived as bad, 

but a teacher needs to know the life stories of these youths or at least to take the opportunity to 

know them. Otherwise you cannot teach” (Int. 13, 2017) 

 

The outcome of this lack of knowledge might vary. Teachers might adapt, trying to keep a low 

profile and few interactions, or they can adapt trying to know students and be accepted by the 

school community. They might end up asking to be transferred and leaving the school, or they 

might be threatened or killed. Violence can be perpetuated in this context by the same school 

community, students but also parents, principals or colleagues, or in extreme situations –more 

related to rural areas– by armed groups. Not knowing the context means that every action they 

take to promote justice or to create social awareness might end up in threats. As Richard shares:  

 

“I taught children about violence. Unfortunately, I was in a municipality that I didn’t know, and 

my union activities were basically stopped. I was threatened, they [Paramilitares] didn’t allow 

me to speak. This was very hard for me, they crossed the school with their motorcycles where I 

was teaching. I ended up with cervical spondylosis and I had to go for psychiatric support. I 

couldn’t sleep or work because they had killed so many colleagues” (Int. 40, 2017). 

 

This section explored what space of manoeuvre teachers have in the deployment process, showing 

a limited but present agency in choosing according to the score of the test. It also explored the 

implication of the deployment process, the problems that might emerge over the lack of knowledge 

of the context, and gave space to the process for transfer in a different institution, for ordinary or 

extraordinary reasons. The next section will explore the last sub-question, thus the concept of 

retention.  
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5.3 Incentives for retention: what exists and what is needed  

 

This section explores the last concept of teachers’ governance15 and the third sub question of this 

study: What incentives do teachers need to remain in schools and keep teaching, considering the 

present state of the educational system in Cali, Colombia?  

Retention in management is a term that refers to the ability of employers to keep their employees 

creating an environment that encourages employees to stay, addressing their needs, keeping them 

motivated and highly productive (Kossivi, et al., 2016). This is important for the private as well as 

the public sector. Teachers’ retention relates to factors such as the teacher’s characteristics, 

school’s characteristics, organisational characteristics, and teacher’s efficacy. These factors 

influence teachers’ decisions to remain in their schools, move to a different one or leave the 

profession at an early stage, before retirement (Hughes, 2012). This study understands and 

explores retention through a number of factors and relationships that influence teachers’ decisions 

and careers. This section unfolds as follows: First, it briefly explores the problems that the 

Colombian educational system is suffering, which will be crucial in the second section to 

understand those incentives that teachers need to remain in their job. While exploring the 

incentives that teachers need, the second section explores also the existing incentives for teachers 

in Cali.   

The state of the educational system and teachers’ motivation 
 
This section is important to underline the constraints of teachers’ agency based on the problems of 

the educational system. According to the teachers I interviewed, the Colombian educational system 

suffers from different problems and lacunae. In general terms, teachers believe that the Colombian 

educational system is a mix of the educational systems of several other countries. Teachers 

expressed the necessity of an educational system built around the needs and the history of 

Colombia. As Christine, a teacher and a trade unionist points out “Our educational system needs 

to be authentic, looking at the necessities of our country. All we have here is copied. From Spain, 

from Chile ... with all the due respect, these are pedagogic models that have nothing to do with us” 

(Int. 35, 2017).  

                                                      
15 While the concept of teachers’ governance is broader, teachers’ governance in this study is conceived as 

encompassed by the three process of recruitment deployment and retention.  
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This study argues that five problems are related to the current state of the educational system that 

constrains teachers’ agency and thereby influences the decision of staying or leaving schools: 

investment, infrastructure, rigid curricula, the jornada unica (long day) and teachers’ status in the 

community. These are also important in relation to the quality level of education provided, 

demotivating or motivating teachers. The first aspect is investment, investments on educational 

institutions are connected to the performance of the schools in the examination, called Prueba 

Saber, that takes place every year. The examination takes place for grade 3 and 5 (primary) and 9 

and 11 (secondary – 11 is also the final exam before graduation)16. This examination is overseen 

by the ICFES that is the Colombian institute created in 1968 for the promotion of higher education. 

This organisation manages and evaluates education and institutes and has the legal power to shut 

down schools that do not meet the requirements. Furthermore, the examination focuses on 

evaluating children and youths’ development in certain subjects such as language and math for 

primary education. Schools that achieve best scores receive incentives as money for teachers in 

the form of a benefit in the salary and for the schools to cover what’s needed. As Camille shares:   

 

“For me it would be satisfying if they [the government] did something about the school 

[infrastructure]. It would be very motivating, but that [the money] is based on the result of the 

national examination, and we, in the examination, didn’t go very well, unfortunately. 

Unfortunately, the examination we do are standardised and it does not represent the reality that 

we have here” (Int. 9, 2017) 

 

This system had two implications. On the one hand schools started to focus only on the 

examination, and less on learning and development. On the other hand, while some teachers 

believe that this system can be an incentive, the majority of teachers interviewed believe that it is 

a way to control and manipulate education and teachers. According to teachers this new evaluation 

system has been implemented to let them focus only on the examination without focusing on 

critical thinking and students’ personal development.  

 

Related to investment is the allocation of money. Although the allocation of money varies, a 

common aspect is infrastructure which encompasses lack of resources and class size. Cali schools 

                                                      
16  
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are severely lacking infrastructure. During the two school observations, I could notice myself that 

the schools are in very poor conditions. Many lack proper bathrooms, teachers meeting rooms, 

windows. Chairs and tables are old and broken, some schools lack proper space for children to 

play or to exercise, they lack basic tools and materials. Teachers reported that many schools do 

not have electricity or water.  

 

“The schools were built decades ago, there are many schools that are collapsing, it rains inside, 

tables are broken, there is no equipment for the laboratory, neither laboratory, there is no 

internet, the computers are donated and they do not work. There is the need of investment to 

have decent equipment for the youths” (Int. 40, 2017) 

 

Another problem related to infrastructure is the class size. By law, classes in Colombia should 

have at least 32 students per teacher in urban areas and 22 in rural areas. If a class is smaller, 

according to the regulation, classes must be merged. As a worker in the secretaria reports: 

 

“The government requires these numbers. If this requirement is not satisfied they must merge 

classes. For example, in a class of primary you have 12 students in another 12 students and they 

are merged into one class” (Int. 23, MoE 2017) 

 

While there is a minimum number, there is not a maximum. It is not uncommon to see classes of 

40 to 45 students, impacting the performance of teachers and the quality of education. As Anne 

shares: 

 

“Classes with 45, 50 students, what quality education is that? Tell me, in a class with 50 

students, it is terribly hot in there, what quality of education can you provide? It is very hard to 

work like this” (Int. 4, 2017) “Where I work, there are classes of 40, 50, 55 students per class. 

There is a contradiction, we do not have the right infrastructure to host so much students, the 

infrastructure is obsolete, the school where I work was created 55 years ago in a lagoon. It is 

collapsing, sinking. Our classrooms are for maximum 30, 40 students, not 55” (Int. 5, 2017) 

 

To compensate the lack of resources, teachers in collaboration with parents have started to buy 

materials and to build some infrastructure. During the school observation in Aguablanca, I was 

surprised by the materials this school had. The infrastructure was terrible, but inside the class 

where the interview was conducted, materials were new.  Tables and chairs were recently donated 

by an educational charity organisation. The children had toys and a bathroom inside the class. The 
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bathroom was built by the parents, and the toys and materials were bought collectively by teachers 

and parents or donated. As Camille shares:  

 

“Children have the right to a different education, it is not because they have a lower social 

condition, they are poor so we can do whatever we want with them. On the contrary, we have a 

class with lot of materials, good stuff, which is a 20 years long work, with money from teachers 

and parents, because nothing of what you see is coming from the government. We have nice stuff, 

and stuff that we have made [for example the bathroom for the children] because we did not have 

the money to buy it. But everything we have done here is with the purpose that these children 

have rights to have nice stuff, not just what is left, what exceeds.” (Int. 9, 2017) 

 

 

An issue related to class size as well as lack of resources is the lack of qualified personnel for 

children with disabilities or special needs. Rose, a teacher who in her class has several children 

with disabilities, struggles to provide education for everyone because using her own words “I do 

not have the competences to work with these children. And for every child with disability is like 

having 2 or 3 children more in a class of already 40 students.”  

 

Third, the problem of the strict curricula that teachers must follow, with little space for flexibility. 

Teachers believe that schools, especially in Colombia17 should not be only an academic space but 

a real space of development. Where to develop critical thinking and real opportunities for children 

to establish a better society in the future. Under this light, schools are seen as places for social 

change, to escape poverty and the right place where to solve conflicts.  

 

“Schools are the perfect environments to solve the conflicts and to create a new culture that is 

not the one of violence or one under which conflicts must be solved with violence. But a culture 

of coexistence, of living together, being respectful and tolerant with others” … “we need real 

maestros committed to the emotional, psychological and sociological process of children, giving 

them possibilities to build a life project for children, their family and the society” (Int. 5, 2017). 

 

The rigid curricula can undermine this opportunity and constrain teachers willing to foster change. 

As Carla, a teacher and human rights activist reports:  

 

“Curricula in the schools are not flexible. We inform, we do not build knowledge, we do not have 

the possibility to build knowledge. As Paolo Freire said, ‘we give information to students but we 

                                                      
17 Moreover today, that the peace process seems to bring new opportunities and calls for further challenges.  
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do not give them opportunities to build critical thinking’ The teacher who is critic, who studies, 

who combines the critical language with the language of opportunities is silenced, sometimes 

with his life, other with a forced transfer and other with the termination of his/her job” (Int. 16 

2017) 

 

The fourth biggest issue related also to the teaching career is the jornada unica. Jornada unica 

(long day) is a system established by the law 115 of 1994 and implemented by the current Santos 

government which is related to a school day of at least 7 hours. All schools by 2030 must 

implement the jornada unica in their schools. Many teachers support the jornada unica, considering 

it as a solution to keep children out of the streets giving them opportunities to do activities not 

related to the curricula such as arts, music, ludic activities, giving children food with an 

alimentation programme. However, the concept brings a lot of problems, some related to 

infrastructure and others related to resources. Regarding the infrastructure, the first problem is the 

lack of space. Many schools have primary education in the morning and in the same space 

secondary education in the afternoon. However, sometimes even with this division the space is not 

enough. As Marla point out: 

 

“We have no way to do the jornada unica, in the school there is a group that does not have a 

room. We need to let them rotate in other rooms so one class needs to have physical education 

all the time otherwise there is no space for that group” (Int. 11, 2017) …  

 

It appears that in order to implement correctly the jornada unica, schools and personnel need 

more than only space. Schools are lacking several elements to implement the jornada unica, such 

as food, teachers and adequate content. Therefore, for many teachers the problems of the jornada 

unica can be summarised in a lack of resources as well as a lack of planning. As Christine 

shares: 

  

“To have a jornada unica is necessary first, that your school does not have a turn in the 

afternoon. Second, there are not enough teachers. But most important the nutrition plan. There is 

money, because every student is worth a coin to the government. But they hire an operator who 

takes the money and do not provide enough food to stay until 3, 5 or 6 in the afternoon. They 

give them a snack. Fathers say it is good because this is the only food these children have, 

because they have nothing at home. The other day I went in a school in Cali, for 250 children, 5 

pounds of rice and 5 pieces of chicken. They give them half glass of juice!  So, we agree with the 

jornada unica but not like this. First, more money, second, hire more teachers, third change the 

infrastructure and the pedagogy. What should we teach to these children? We can’t improvise, 

we need materials to do this” (Int. 35, 2017) 
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Furthermore, teachers are not paid more for the extra hours, and this creates grievance among 

teachers, who already perceive a low salary.  

The last problem that concerns more the teaching profession, is the status. In the past, teachers 

were considered pilasters of communities, and important members of the society. Today their 

status has been lowering, according to teachers, who believe they have lost respect, especially in 

urban areas. On the one hand, teachers who have been for several years in the same institution, are 

respected and accepted by the community. Especially in poor areas of the city where a teacher is 

the person who can help children to have a better future:  

 

“I have been here for a very long time [20 years], I have now children of my past students. I 

established a good relation, polite, with everyone here [the neighbourhood] and I always say to 

the new [teachers] ‘You must let them like you because you have no idea what you are dealing 

with.’ But I treat them with respect and they are grateful for my work” (Int. 9,2017)  

 

On the other hand, the majority of teachers believe that the status of teachers has been decreasing, 

due to the media and how they portrait teachers, and to the government who tries to undermine 

and minimise teachers’ work: 

 

“With the last strike, we hear a lot from the public opinion. The public opinion is mediated by 

the radio, the press they fustigate us. So, people believe that teachers do not want to work. There 

are sectors of the population who understand how fundamental we are in the society, but 

because of the press, the television has a lot of power here [Colombia] to instil the opinions. The 

parents understood why we were protesting but at home the conversations were that the strike 

was too long, that was not right that children had to study at home, they support us in public but 

not at home because every day the message from the media and the government was that we did 

not want to negotiate, that we did not want to work, that every excuse was good not to go to class 

with this policy of aggression from the government a lot, a lot of teachers left their job because 

they didn’t want to subjugate to these pressures.” (Int. 17,2017)  

 

The strike lasted 37 days, being the longest one from 1979 and the best expression of teachers’ 

agency. Through their demands is clear how teachers understand the educational system’s needs. 

The demands of the strike were several among which: a reform of the education policy and 

curricula, better salary and recognition of the escalafón, a better health care system for teachers, 

more investment in the educational institutions, resources to implement the jornada unica. The 



 
Vittoria Arico                 UVA ID: 11433906 

70 

negotiation with the government and FECODE, the biggest trade union of teachers in Colombia, 

brought some victories for teachers but these still lay on paper.  

 

Current and ideal incentives 
 
So far, we have seen some of the major problems the educational system is suffering according to 

teachers, and how these can affect teachers’ motivation and thereby retention. But what incentives 

do teachers need to be motivated in their work? And what are the incentives existing in Cali? When 

asked ‘what incentives would you like to receive? teachers expressed an array of factors that would 

motivate them. Incentives are surely not related only to the concept of retention, but also to the 

concept of recruitment and deployment. For example, the existing incentives might be a reason to 

start the career or to ask to be transferred in a different institution.  Not surprisingly, one of the 

first was the salary, a better salary would let them feel more motivated because their work would 

be fairly well rewarded.  

 

Regarding salary, the Colombian government provides a 15% increase of the salary for working 

in areas of difficult access, where there are no roads or very far from the teacher’s home, usually 

rural areas (Ministerio de Educacion Nacional, 2009). This incentive, has been established to cover 

the necessities of teachers who must move far from their home or the institution is placed in area 

where there is not proper transport system. This might be considered as a boost for attracting 

teachers in rural area.  

 

More money is also connected to gaining the possibility to further studying. Because –as explored 

in section 2.2.1–  of the high cost of higher education in Colombia, teachers would like to receive 

more incentives for further studies, specialisation courses, and training. In Colombia teachers who 

want to continue their studies have only two options: paying for their own education or getting a 

scholarship from the government, which is in my knowledge the only existing incentive. To gain 

the scholarship, teachers must participate to an examination and meet certain requirements such as 

age, previous studies, outcome of previous evaluation etc. Requirements are very strict, for 

example the age restriction made this incentive only available for teachers who belong to decreto 

1278. Apparently, it is very difficult to obtain such benefits, and if the person does not manage to 
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finish the studies in time, he/she must pay it all by him/herself. As Aaron who is benefitting from 

this scholarship shares:  

 

“It is called programas para docents en procesos de formacion [programme for teachers in the 

process of training] and it is condonable. What does it mean? The 70% of the master is paid by 

the government if you finish in time, not a day more. The other 20% is paid when, after the first 

two years I do a project for other two years inside the school, so you are involved with the 

master for 4 years, two of study and two of practice. They pay for your study in this case but is 

very complicated because you need to pass the examination, have all the requirements that are a 

lot, a lot, a lot! So, it is very complicated.” (Int. 13, 2017) 

 

Except from this possibility, from which the majority of teachers are left out, there are not actual 

incentives to continue studying or training. Teachers perceive this as important to improve 

themselves and the quality of education, that is still sealed to old methodology and need 

renovation, innovation and knowledge. Furthermore, the limited incentives for further studies are 

undermining the possibility of professional advancement in the escalafón.  

 

The second type of incentive teachers would like to receive, is protection and guarantee for their 

safety. Protection and guarantee for their safety, rather than an incentive should be a right. The 

lack of security is constraining teachers’ agency and their freedom of expression in class.  

 

“In Cali and in general in Colombia there are not political guarantees for our work. If we are 

threatened, if they give us security or not, they can give us tank, whatever, who cares! A political 

guarantee is that we can report what is happening without that this is costing our life! Without 

that this costs the tranquillity of us, our family and our colleagues.” (Int. 36, 2017) 

 

Teachers in Colombia have been attacked, murdered, threatened for different reasons, and violence 

has been perpetuated by different actors. In Cali, the reasons behind this violence18 can be 

summarised through three main actors: school community, armed groups and the government. 

Above I mentioned that the school community can produce violence against teachers, because the 

teacher might try to protect a student, or because, for example, the evaluation is not good enough 

to parents. Another form of violence perpetuated by the school community is the repression from 

                                                      
18 By violence this study refers not only at direct violence but also indirect violence, such as repression and 

oppression. 
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principals who might constrain teachers’ agency though the evaluation process, limiting their 

freedom of expression. This is another element of security that teachers want to be guaranteed. 

This aspect is connected to the flexibility of curricula, because teachers might not have the time to 

explore different topics with their students. Some teachers already found the time, but it is difficult 

to follow the study programme and to find space for other activities. The last concept connected 

to security is the spread of drugs inside the schools, that seems to be a problem related to violence 

and to gangs, who try to recruit students for their illegal trafficking. 

 

“The police and armed groups participate all in the micro traffic. There is a fight for the control 

of the territory in Cali right now, it is dangerous to be a teacher right now in Colombia because 

this violence has entered in the schools. The public schools in Colombia are attended [also] by 

vulnerable sectors of the society, they are the victims of all this violence. Armed groups arrived 

in the neighbourhood and started to seduce children and youths, they tell them that the school 

and education is worth nothing that it is better if they join an armed group or a group of sicarios 

[killers]. As a result, the youths are the ones who have guns today, children, and they go to 

school and this is also a reason why teachers become victims of this violence” (Int. 16, 2017) 

 

Connected to security is the guarantee of the payment of the salary every month. It is interesting 

to note that teachers in Colombia sometimes suffers from delay of salary payment. This delay has 

created a wide demotivation and grievance among teachers who already perceive a low salary. 

When this situation occurs, teachers stop working until they receive the salary. Teachers goes to 

the schools but do not work, this is a collective action that involve teachers and the trade unions 

jointly. It appears to be a common practice, especially in the past, –before the establishment of 

decreto 1278–, and it is another way to protect their rights beside strikes.  

 

The third incentive teachers would like to receive is transport, benefit for housing, a better health 

care system. Vincent, shares the following: “I believe it would be nice if the government helped 

us to have a better life condition, better housing, helping you buying a house, the teaching 

profession should give you a better status inside the society” (Int. 38, 2017).  

 

The health care system is essential for teachers. Colombia has one public health insurance and 

several private companies. Teachers in Cali have a special agreement with a health institution 

which is inefficient, with enormous lines and poor service. The inefficiency of the health care 
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system as the lack of fund in education are related also to the reform of 2001 encouraged by the 

World Bank and the IMF. The reform had as consequence privatisation and deep cuts in resources 

for these sectors. As Gabriel shares: 

 

“With this reform (2001) that was imposed by the international organisation, IMF and World 

Bank, they ‘suggested’ that they must implement this reform. This reform generates 60 million of 

loss for education, health care and benefit, this sector lose a lot of resources and this is the 

result” (Int. 30, 2017) 

 

Related to better life conditions is the possibility to have psychological support that is missing and 

is perceived as necessary to cope with situations teachers might face in the schools. Especially if 

they were victims of violence. Some teachers have also shown the necessity to have some 

psychology knowledge to help children with abuse, difficult situations at home and in schools. 

Teachers have shown the necessity of create project in the schools which involved more parents 

and the community. Alongside, the involvement of parents in the children education seems 

important to let them recognise the importance of education.  More involvement of parents could 

provide a good support for teachers inside the classroom.  Lastly, teachers would like to be more 

involved in the curricula process and in the decisions of the schools. There is some grievance about 

the fact that the ministry of education has few or no teachers inside it. Teachers often complain 

about the choices of the MoE because they do not know what the educational system, children and 

teachers need. Techers would like to be more involved in the decisions and creation of curricula, 

projects and in the implementation of the jornada unica. Alongside, they would like to be able to 

introduce new methodologies, and have more flexibility regarding what and how to teach. As 

Daniel shares: 

 

“I would be happy if we had quality infrastructure that allow us to work with dignity. If the 

government valued us as individuals, as being in the society, as political subject, human beings, 

as the ones who bring development and training to this country, that considered us. I would be 

happy in a country where we [teachers] can influence the curricula process in its subject that 

develop the educational institutions. Because this, all of this will allow us to have a quality 

education in Colombia” (Int. 40, 2017). 
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In conclusion, there are a range of incentives that might motivate teachers, that do not exist in 

Cali and in Colombia. In this section, I explored the salary, more studies, security, transport, 

support from the government and more involvement in the school management. These and other 

factors might motivate better teachers to stay in schools. Incentives are also important in 

enhancing the performance of teachers in promoting change and quality education. Considering 

what has been explored in this section, the next chapter concludes this study by providing a 

theoretical reflection and answering my main research question.  
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6 Conclusion 
 

This chapter concludes this study and provides a reflection on the findings and their contribution 

to theory. Finally, the chapter provides an answer to the research question and ends by 

suggesting opportunities for future research.  

 
Looking back to the empirical chapter, this research has identified several factors and dimensions 

affecting teachers’ agency. The same chapter has presented relevant information on how teachers’ 

agency can be exerted in the processes of recruitment, deployment and retention. This chapter 

attempts to underline the commonalities, in order to answer the main research question that, as a 

reminder, is: How do teachers exert agency in the processes of recruitment, deployment and 

retention within the wider political and administrative context of Cali, Colombia? 

Among the several dimensions and factors that have been explored in the empirical chapter, four 

dimensions seem to encompass the three processes of recruitment, deployment and retention that 

facilitate or constrain teachers’ agency in Cali. These interlinked dimensions are: the context, 

violence, incentives and the difference between the decreto (decree) 1278 and 2277. First, the 

empirical chapter has underlined the importance of the context in which teachers work in the three 

processes of recruitment deployment and retention. From the one hand, having a good knowledge 

of the context enhances teachers’ work, letting them feel more involved and making them more 

motivated in promoting change. On the other hand, I also underlined how the lack of knowledge 

of the context can be a force of demotivation and, in extreme cases, of danger. Regarding 

recruitment for example, it is central to see the motivation of becoming a teacher in relation to the 

structure and context in which teachers work, making motivation a paramount concept. As 

emphasised, because the context in which teachers might work can be challenging –for example 

schools are attended by children with difficulties– vocation is highly important in coping with the 

context of the institution. While having a stable salary, a low workload and more free time are all 

important boosts to start the career, I argue that these elements become secondary when teachers 

must deal with the reality of institutions. Therefore, it is important to have a transparent and 

efficient recruitment system to hire teachers who are also able to cope with these types of difficult 

situations. Furthermore, the recruitment process is lacking transparency on the duties teachers must 

expect. Teachers might indeed have to deal with situations that are outside the sphere of the 
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teaching profession. Furthermore, an efficient deployment which considers teachers’ background 

and necessity is paramount to provide teachers with the ability of producing a quality education, 

in relation to the needs of the community. In this regards, the deployment process in Cali is lacking 

to provide a transparent overview of the institutions available and is not taking into account 

teachers and institution’s needs. Furthermore, knowledge of the school’s environment and context 

is paramount for retention, a negative or unknown context can affect motivation, thus performance 

and teachers’ stability. Keeping teachers motivated is highly important to avoid high percentages 

of transferring requests which obstruct the administration, and to avoid teachers leaving the 

profession before retirement. The context is also related to the high level of standardisation of 

schools’ curricula and methods. Because teachers must apply the ministerial curricula, teachers 

have limited space to adapt and to add content which might be pivotal in certain contexts, such as 

discussions regarding violence, peace education, or sexual education. On the other hand, findings 

suggest that if teacher agency is facilitated - by for example a good knowledge of the context, 

strong motivation and support from the community, as in the case of Aaron19 – teachers can lower 

barriers, decrease violence and promote a substantial change within institutions.  

 

The knowledge of the context has been seen in the empirical chapter as a catalyst also to deal with 

or avoid violence, which is the second dimension I underlined as important in understanding 

teachers’ agency. Violence and context are highly related. As mentioned in the previous paragraph, 

being accepted by the community might bring a decrease of violence inside schools. Conversely, 

an unknown context might be hostile for teachers who might be willing to bring change. Being 

aware of the context might not be the solution to stop violence but it might be the solution to 

provide quality education that focuses on the needs of the children. Furthermore, it might give 

teachers the right tools to operate within the community and potentially become actors for social 

change. Additionally, conflictual situations inside schools might result in demotivated teachers, 

losing an opportunity for change. Under this light there is the necessity, as shared by many 

teachers, to reform the university and the training system for educators that currently neglects to 

provide tools for dealing with such conflictual situations, that are highly common in Cali and in 

Colombia in general.  

                                                      
19 See Aaron story in section 5.1. 
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A third dimension explored, that constrains or facilitates teachers’ agency, is incentives. The 

empirical chapter has explored the current incentives – such as the 15% salary increase to work in 

difficult access areas or the scholarship to continue studies – as well as what incentives teachers 

would like to receive to feel more motivated. Incentives are important for retention as well for 

recruitment and deployment, the possibility of receiving incentives might convince someone to 

accept a place in a more remote area, or the chance –while limited– to continue your studies might 

be a boost in starting the career. Constraining teacher agency by limiting access to these incentives 

only to some, or by not recognising the level of salary required by teachers’ higher education (such 

as PhDs), might demotivate teachers or make the teaching career less appealing. However, the 

existing incentives are not enough to motivate teachers, and there is the need to reconsider the 

range of incentives provided. Among the incentives to be considered there are investments in 

infrastructure and materials, that might facilitate teachers’ work. Incentives could be also the 

possibility of having more space for teachers in the school administration and curricula making, 

leaving teachers to have more flexibility especially in methodology and pedagogy. Well motivated 

teachers, for example through incentives and fair salaries, can provide the quality education the 

government is seeking to achieve the goal of Colombia best educated country in Latin America by 

2025. However, I argue it is not through the intensification of controls over teachers’ work that 

this goal can be achieved. 

 

The findings presented above apply to all teachers in Cali, however in the empirical chapter I 

also underlined as important the division between the two laws 1278 and 2277 which have 

created two generations of teachers to whom different rights and duties apply. The tensions 

created by the two decreto 1278 and 2277 are seriously undermining teachers’ agency and the 

possibility of working cohesively to protect their rights. The division of the two decreto and the 

perception of having different rights, is affecting teachers’ governance, as we have previously 

seen. For example, the different perception of salary, or at least the difficulties in achieving a fair 

level, or the professional advancement. The chapter has shown how teachers who belong to 

decreto 1278 must go through a rigid evaluation made by the government and the principals. 

Principals’ evaluations had the result of constraining teachers’ agency, especially their freedom 

of expression in class that has been underlined as important to promote positive change. The 

evaluation system is demotivating teachers, distracting them from their work, and intensifying 
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the hostilities with the government. Furthermore, because the money schools receive every year 

are connected to the students’ evaluation (Pueba Saber) and school’s evaluation, institutions tend 

to focus too much on preparing students for the final exams rather than on the quality of what is 

taught. Moreover, the opening of the concurso by the government to any kind of professionals 

had the consequence not only to denigrate teachers’ jobs, but it also represented a form of 

violence against the entire educational system and its future possibilities. The last aspect I would 

like to remind is that the decreto 1278 has been developed under a broader set of neo-liberal 

policies, which have affected education in three ways. First, these measures have created 

tensions between the government and teachers. This clash has undermined the possibility of 

positive confrontation on important themes, such as improving the quality of education or 

teachers’ working conditions. Second, the cutting of expenditure has undermined teachers’ 

ability of fostering change and quality education, especially in terms of materials available. 

Third, these policies, have undermined teachers’ rights, lowering incentives, creating new rules 

for recruitment and deployment, and eventually creating more obstacles in teachers’ salary and 

professional advancement.  

 

Looking back at the theoretical framework of this study, the importance of the context has been 

underlined as an important aspect in recruitment, deployment and retention. The four INEE (2012) 

norms presented in the recruitment section (2.2.1), have underlined how the process of recruitment 

should be transparent in the job duties and criteria of assessment of competences, the importance 

of recruiting teachers considering their personal qualifications, and the importance of teachers 

being accepted by the community. These norms are relevant for recruitment as well as for 

deployment and retention however, these are distant from Cali’s reality. In fact, the recruitment 

process is failing to grasp the competences of teachers useful for an efficient context based 

deployment, which I presented as a factor influencing the long and short term motivation of 

teachers.  

 

Alongside as Moore and colleagues (2005) (see pg. 26) underlined, the hiring process can affect 

teachers’ motivation. The recruitment process in Cali and Colombia is lacking transparency 

especially in regarding to the needs of the institutions, as for urban as well as for rural areas. This 

is clearly connected also to deployment, as we have seen in the deployment section of the 



 
Vittoria Arico                 UVA ID: 11433906 

79 

theoretical framework, deployment can be complicated by the decentralisation of the 

administration. This is relevant in Cali where the decentralisation of the educational system which 

see involved different institutions (national and local) complicates the already twisted teachers’ 

governance and makes communication between the school community and the authority more 

complicated. Thompson (1995) argued that it is important for the Ministry of Education to consider 

the impact of deployment on teachers, and the deployment should be done encompassing morale 

and motivation. However, this scenario does not apply to Cali. The government and the agencies 

in charge of deployment are not taking into consideration these personal motivations neither the 

context institutions operate in. Furthermore, many teachers have no clue to where they are going 

to work, some accept just because they can be transferred after four years, which is a considerable 

amount of time to spend in a challenging context.  

 

Looking back at the four factors influencing teachers’ motivation presented by the World Bank 

(2010) (see section 2.2.3) – community, schools, teacher, and family – it is easy to notice how the 

findings of this research overlap with the first three dimensions. These three dimensions surely 

have been noted by teachers as important in constraining or facilitating teachers’ agency, 

motivating or demotivating them. For example, community as factor of motivation, is connected 

to the appreciation in the community and to the incentives provided by the government. 

Furthermore, the dimension of teacher and school is also relevant considering for instance, the 

insufficient psychological support teachers receive, or the non-transparent potential professional 

advancement. While the concept of family has not been explored in the empirical chapter, teachers 

in Cali value their families and the possibility to provide for them. However, while these four 

concepts are surely important for motivating teachers, I argue that if these factors are considered 

as parameters to assess teachers’ motivation in Cali, these are not just missing but are insufficient 

to motivate teachers. For example, the empirical chapter shows how the class size was motive of 

demotivation, or the lack of security is a motive of concern among teachers. Furthermore, teachers 

in Cali must found their ways around to motivate themselves and to compensate what the education 

system lacks to provide. For example, collecting money within the school community, buying 

materials to improve their working conditions, or finding in their job the right boost to help future 

generations to thrive to continue and be effective in the community.  
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Thinking back to Galtung argumentation about violence, which I remind he conceptualises as 

“Violence is present when human beings are influenced so that their actual somatic and mental 

realisations are below their potential realisation” (1969, p. 168). In the empirical chapter of this 

study violence has been explored as constriction, for example in the form of limitation of freedom 

of expression, or in the difference of teachers’ rights also created by the decretos 1278 and 2277, 

as well as direct violence in the form of physical attack on teachers. However, it has also been 

noted as violence inside schools can be lowered by teachers who are willing to be a catalyst for 

change.  

 

Finally, it has been noted in the introduction of this study that globalisation has boosted the 

education crisis with education global-policies by international agencies such as the World Bank 

and International Monetary Fund (IMF).  These neo-liberal oriented policies which have been 

implemented in Colombia in 1999, and that have resulted in for example the decreto 1278, on the 

one hand have re-centred education on the priorities of the economic development in Colombia. 

However, as seen in the empirical chapter, they have also settled criteria and standards sometimes 

in disfavour of local education, backgrounds and needs (Winthrop & Graff, 2010; Dale, 2005). 

Standardisation of curricula, content and teachers’ governance standardisation have produced the 

opposite outcome. Schools have been seen more and more as markets (Lopes Cardozo, 2009).  For 

this reason, it is important to re-shift the attention to teachers, schooling and governance. Overall, 

I believe that the findings of this research can expand the existing knowledge of teachers’ agency 

and governance. Especially the analysis over the difference between the decreto is providing new 

lenses to look at the phenomenon.  

 

Drawing on what has been discussed in this chapter, this study concludes that teachers should have 

a bigger role in the broader neoliberal Colombian educational setting to mitigate managerial 

solution to the problems of education. Teachers have shown in the last strike that they can work 

together to achieve a better education and better working conditions. However, it is very important 

to sustain such efforts over time to ensure any change could in fact ever happen. Furthermore, 

because pressing tensions also inside trade unions, it is pivotal that teachers work cohesively to 

keep fighting for their rights, such as salaries, benefits, and working conditions. This cohesion is 

pivotal specially to overcome the wide discrimination and social injustice in the country and in the 
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education sector. I believe that the government needs to focus more on the real needs of the country 

which are diverse for different regions as for urban and rural areas, starting from a more efficient 

teachers’ governance. The recruitment process needs more transparency, and to dignify teachers’ 

profession by requiring a sufficient amount of skills in pedagogy and methodology. Furthermore, 

the deployment process needs to be more efficient in grasping teachers’ backgrounds and needs. 

There is also the necessity to incentivise in a structural way, teachers and students by investing in 

infrastructure and materials.  

 

The government and its institutions need to be the enhancer of education, while at this moment 

they represent an obstacle to the development of education. On the other hand, teachers need to be 

more open to discussion and confrontation, being more active in proposing rather than only 

complaining. It is paramount to achieve the change teachers and the government want to see in the 

educational system to find compromises and solutions to provide better education and lowering 

social injustices and discriminations in Cali. Colombia is improving its educational system, but 

while their manoeuvres are focusing on students’ performance there is still a lot to do to protect 

teachers’ rights and empowering them. The decreto 1278, while having several lacunae, contains 

elements that have the potential to develop the educational system. Enhancing teachers’ agency 

and removing the barriers that constrain it, can accelerate the process of developing the educational 

system, bringing real economic and social development.  

 

In conclusion of this chapter I would like to give some suggestions for further research. Colombia 

offers several topics and subjects that are relevant to be researched for the field of Education and 

International Development Studies. First, the situation of violation of human rights. International 

agencies such as the UNHCR have shown concern over the increase of violence against social 

leaders and trade unionists, among whom a consistent number are educators (UNHCR, 2017b; 

Novelli, 2009). Second, the historical moment of the peace deal with FARC opened several topics 

to be studied, such as the impact of this peace process on the educational system or specific sectors 

of society. Third, the government was planning to introduce peace education in schools, that could 

become an interesting topic of research. Fourth, the Santos’ government goal for 2025, opens 

interesting research topics such as the way he is expecting to achieve this goal. Fifth, the limpieza 

social, the practice of killing vulnerable people belonging to the lowest layers of society, has not 
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been explored in depth. Such delicate topics, however, require a knowledge of the context or very 

good connections, because of the involvement of violent armed groups. Sixth, teachers’ agency 

might be explored by different perspectives, such as the violence they experience inside and 

outside classes, the consequence of the social stratification on education and teachers’ agency, or 

the relation with the possible post-conflict. 
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Appendix 1: Factors influencing teacher motivation 
 

 

 

Figure 1Teacher Policy and Management in Fragile and Conflict-Affected Situations, World Bank 2010 p 
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Appendix 2: Colombia situation update 2017 
 

 

 
Figure 2. Source: UNHCR February 2017, Colombia Situation Update. Forced Displacement. 
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Appendix 3: Homicide monitor 2016 
 

 
Figure 3. Source: Igarapè Institute, 2016. Homicide Monitor. [Online]Red line made by the author. 
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Appendix 4: Homicide monitor 2014 
 

 
Figure 4. Source: Igarapè Institute, 2016. Homicide Monitor. [Online] 
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Appendix 5: Death threats against teachers in Colombia 
 

 
Figure 5. Death threats against teachers in Colombia. Source: GCPEA, 2014a. Education under attack 2014, New York: GCPEA 
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Appendix 6: List of respondents  
List of respondents with whom semi-structured interviews were conducted.  
 

N Sex Function Location  Date Location 

1 Male Teacher/ 
Trade 
unionist 

Café 18.07.2017 Cali 

2 Male Teacher Private home 7.07.2017 Cali 

3 Male Teacher, 
trade unionist 

School. 
Buitrera. 

6.07.2017 Cali 

4 Female Teacher Café  6.07.2017 Cali 

5 Male Teacher, 
trade unionist 

Sutev (trade 
union) office 

13.07.2017 Cali 

6 Female Teacher, 
activist 
human rights 

School. 
Buitrera 

6.07.2017 Cali 

7 Female School 
principal  

Public library 18.07.2017 Cali 

8 Male President 
trade union 
Sutev + 
teacher 

Sutev 
headquarters 

1.07.2017 Cali 

9 Female Teacher School. 
Aguablanca 

6.07.2017 Cali 

10 Male Teachers, 
trade 
unionists 

Sutev 
headquarters 
Buga 

9.07.2017 Buga 

11 Female Teacher School. 
Buitrera 

6.07.2017 Cali 

12 Male School 
coordinator 

Library  28.06.2017 Cali 
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13 Male Teacher, 
activist 
human rights 

Café  10.07.2017 Cali 

14 Female Teacher, 
trade unionist  

Private home 28.06.2017 Cali 

15 Male Teacher, 
activist 
human rights. 

Café  30.06.2017 Cali 

16 Female Teacher, 
activist 
human rights 

Skype  16.07.2017 Cali 

17 Female Teacher, 
activist 
human rights, 
trade 
unionist. 

Café 14.07.2017 Cali 

18 Male Teacher, 
activist 
teachers’ 
rights. 

Café  7.07.2017 Cali 

19 Female Teacher  Public library  5.07.2017 Cali 

20 Male Sociologist  Café   1.07.2017 Cali 

21 Male Teacher  Café  12.07.2017 Cali 

22 Female Teacher, 
activist 
human rights 

Café  12.07.2017 Cali 

23 Female Local 
administrator. 

Ministry of 
education  

29.07.2017 Cali 

24 Female Local 
administrator 

Ministry of 
education 

29.07.2017 Cali 

25 Female Local 
administrator 

Ministry of 
education  

29.07.2017 Cali 

26 Female teacher Café  1.07.2017 Cali 

27 Female Teacher Private home 28.07.2017 Cali 

28 Male  Activist for 
human rights 
ex teacher 

Organization 
office.  

14.07.2017 Cali 

29 Male Teacher, 
Historian, 
Sociologist 

Café  6.07.2017 Cali 

30 Male  human rights 
activist, 

Organization 
headquarters 

17.07.2017 Cali 
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former 
teacher. 

31 Male Teacher Café  21.07.2017 Cali 

32 Female Ex teacher, 
human rights 
activist 

Private home 28.06.2017 Cali 

33 Male  School 
principal 

Private home 10.07.2017 Cali 

34 Female Teacher Public library 30.06.2017 Cali 

35 Female Teacher, 
trade unionist  

Sutev 
headquarters  

13.07.2017 Cali 

36 Male Activist for 
human rights 

Organization 
office 

21.07.2017 Cali 

37 Male Activist for 
human and 
workers’ 
rights. 

CUT (trade 
union) 
headquarters 

29.07.2017 Cali 

38 Male Teacher Café  5.07.2017 Cali 

39 Female Local 
administrator 

Ministry of 
education 

29.07.2017 Cali 

40 Male Teacher, 
trade 
unionist, 
activist for 
human rights 

ASIEVA 
(trade union) 
headquarters  

30.07.2017 Cali 

41 Male Teacher, 
trade 
unionist, 
human rights 
activist 

Café  7.07.2017 Cali 

42 Male Teacher, 
trade unionist 

Sutev 
headquarters 
Buga 

9.07.2017 Buga 
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Appendix 7: Interview guide  
 
Interview Guide.  
The yellow underlined questions are the ones which have been added during the research.  
 
 
Teachers: 
 

- Personal information.   
- Informaciones personales  

 
- How long have you been a teacher?  
- cuánto tiempo ha sido un maestro? 

 
- Where you teach (barrio/area) 
- dónde usted enseña? 

 
- Have you always taught here?  
- siempre se enseña aquí? 

 
- (if no) where you were before? Why did you change? Did you choose?  
- (Sino) ¿dónde enseñaba antes? porque ha cambiado escuelas? tu ha elegido para 

cambiar? 
 

- Why did you choose to become a teacher?  
- ¿qué te hizo decidir ser un maestro? 

 
- What have you done to become a teacher? (what are the criteria and stages in Colombia 

to be a teacher)  
- ¿Qué tienes que hacer para convertirse en un maestro? (¿cuáles son los pasos y los 

criterios para convertirse en un maestro en Colombia?)  
 

- It is a difficult process? What are the requirements?  
- es un proceso difícil? ¿cuáles son los requisitos? 

 
- De que estatuto aparten 1278 o 2277? cuál es la diferencia?  

 
- ¿Ti siente libre de ensenar o tiene contriciones? ¿Por ejemplo, es libre de hablar sobre el 

tema del conflicto o de la violación de los derechos humanos in Colombia o de las 
injusticias sociales? (si no) te gustaría poderlo hacer?  

 
- Have you ever experienced a feeling of fear in being a teacher?  
- ¿alguna vez has tenido miedo de ser un maestro? o mientras enseñaba? 
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- (if yes) Do you want to tell me why? What is your experience?  
- Quieres decirme por qué? ¿Cuál es tu experiencia?  

 
- (if yes) have you ever experienced direct threats during your career? 
- ¿Alguna vez fue atacado directamente en su carrera? 

 
-  Do you know from whom violence/threats is perpetuated against teachers?  
- usted sabe que realiza la violencia a los profesores?  

 
- (if no on fear) Colombia, seems to suffer from threats and attacks on teachers, are you 

familiar with this statement? Do you know why this happen here?  
- (si no miedo) Colombia parece tener un problema de los ataques a los maestros. ¿Usted 

sabe si esto es verdad?  usted sabe por qué sucede esto? 
 

- (if yes) do you know from whom violence/threats is perpetuated?  
- usted sabe que realiza la violencia a los profesores?  

 
- How these attacks have changed your professional life 
- estos ataques han cambiado su vida profesional? 

 
- In general, do you think that Colombia and Cali are dangerous place to be a teacher?  
- en general piensa que Cali y Colombia son lugares peligrosos para ser un maestro? 

 
- Como están vistos los maestros en Colombia y en la comunidad, cual es lo status de los 

docente?  
 

- Which is the best part of your job? What do you like the most. 
- ¿cuál es la mejor parte de su trabajo? ¿Qué le gusta más 

 
- What is the worst part of your job, what you dislike  
- ¿cuál es la peor parte de su trabajo? ¿Qué no te gusta? 

 
- Did you decided where to teach or the government decide for you? Is easy to change 

school if you want?  
- Una vez contratados, ¿has decidido tú dónde ir a enseñar? o el estado decidió para usted?  

 
- Can I ask you how much do you gain? Do you think is enough? (yes/no) why? 
- ¿puedo preguntarte cuántas ganas al mes? ¿piensas que es suficiente? ¿Por qué? 

 
- Why do you keep teaching? There is anything of your job that motivated you to keep 

teaching? Or staying in this city/barrio/area? 
- ¿Por qué sigues a enseñando? ¿hay algo de tu profesión que te motivas a enseñar? o a 

enseñar en esta zona? 
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- Have you ever thought to leave? 
-  ¿Alguna vez pensaste en dejar este lugar? 

 
- Do you receive any incentives for working in particular areas, from the government or the 

schools?  
- los maestros tienen incentivos para trabajar en zonas difíciles por el estado o por las 

escuelas? 
 

- If you could receive incentives, which kind would you like to receive?   
- ¿Si pudiera conseguir los incentivos, que sería?  

 
- What is important for you, in order to be satisfy in your job?  
- ¿qué es importante por ti para sentirte satisfecho con tu trabajo? 

 
 

- What do you think education and teachers need in Colombia and in Cali in order to 
provide good education?  

- ¿qué piensas que el sistema educativo y los maestros necesitan para proveer una buena 
educación in Cali y Colombia? 

 
- Piensas que la gestión de los maestros es eficiente in Colombia?  

 
- ¿Piensa que se está un derecho a la educación en Colombia? 

 
- ¿Coas piensa de la jornada única? Cuando fue establecida?  

 
- ¿Como los estratos sociales influencian la educación? ¿Los niños son en la escuela de su 

estrato social o puede ir a todas las escuelas?  
 

- What do you think about the goal of Santos of education for all 2025? Do you know how 
they want to achieve this goal? 

- ¿qué piensas objetivo de Santos de la educación por todo dentro del 2025? ¿sabes cómo 
creen alcanzar este objetivo? 

 
- Are you part of a trade union?  
- haces parte de un sindicado? 

 
- About the one month long strike. What teachers asked to the government and why?  
- concierna la huelga de los enseñantes, cosa preguntaron al gobierno y por qué? 

 
- What is the agreement the government and the trade unions achieved, do you think is a 

fair compromise?  
- ¿de qué se trata el acuerdo que los sindicados y el gobierno han alcanzado? ¿piensas que 

es un buen compromiso? 



 
Vittoria Arico                 UVA ID: 11433906 

103 

 
- What action have the teachers done during the strike and in general to protect their rights 

or motivation?  
- ¿cuáles acciones han emprendido a los enseñantes durante la huelga? ¿en general cuáles 

son las acciones que los enseñantes pueden emprender para proteger sus derechos? 
 

- Do you think that the peace deal with FARC can have any influence in the education sector 
and in your job?  

- ¿qué piensas de la paz con FARC? ¿piensas que pudiera tener una influencia en el sistema 
educativo y en tu trabajo? 

 
- Cosa piensas que necesita Colombia por una paz verdadera? 

 
- There is something else that you want to share about your profession? Some stories or 

something that makes you happy or angry about your job, something we didn’t explore?  
- hay algo más que quieres compartir que no hemos explorado. ¿Quieres contarme alguna 

historia u opinión sobre el tema? ¿quieres saber algo de mí? 
 
 
 
 
 
Local administrator/ school principals  
 

- What is your role?  
- ¿cuál es tu papel? 

 
- For how long have you been in this position?  
- ¿Cuánto tiempo lleva en su actual cargo? 

 
 

- Have you ever been a teacher? 
- ¿has sido nunca un enseñante? 

 
- What is a typical day for you?  
- ¿cuál es tu día típico? 

 
- What task are you in charge of?  
- de cuál tarea te ocupas 

 
- How have you become a --- 
- como te has convertido en un… 

 
- What is the best part of your job, do you like your job?  
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- ¿cuál es la mejor parte de su trabajo? ¿Qué le gusta más 
 

- What is the worst? 
- ¿Cual es la peor?  
 
- How do you face the worst part of your job to keep your motivation high?  
- ¿cómo afrontas las partes peores de tu trabajo para tenerte motivado? 

 
- How teachers are recruited in Colombia? Which is the process? Criteria? 
- ¿cómo son contratados los enseñantes en Colombia, cuál es el proceso y los criterios? 

 
- Do you think is effective? What would you change? 
- ¿piensas que es un sistema eficaz? ¿qué cambiarías? 

 
- How teachers are deployed in Colombia? Can they show preference? 
- ¿cómo son desplegados los enseñantes en Colombia? ¿pueden elegir dónde ir? 

 
- (if they can choose) Do you (the government/the schools) have any problem in find 

teachers for particular area? 
- ¿sayas si hay problemas a encontrar enseñantes dispuestos a trabajar en zonas 

particulares? 
 
¿si u enseñante decide cambiar escuela cuál es el procedimiento? 
 

- Do the government or the schools provide some sort of incentives to keep teachers 
motivation high?  

- ¿la escuela o el gobierno da incentivos de algún tipo a los enseñantes que enseñan en 
zonas difíciles? ¿cuál? 

 
¿cómo funciona la carrera de enseñante hay niveles? ¿en qué se basan? 

-  
- (if no) why? Do you think are needed?  
- (si no) ¿por qué? ¿piensa que serían útiles o necesarios? 

 
- How you consider the quality of primary and secondary education in Colombia? 
-  ¿cómo considera la calidad de la educación primaria y secundaria en Colombia? 

 
- That you know, there are teachers who refuse to teach in particular area or that leave the 

career before the retirement? 
-  ¿qué sepa ella, hay enseñantes que rechazan de ir en algunas zonas o que dejan la 

profesión antes de la jubilación? 
 

- (if yes) do you know why? What the government do to retrain teachers? 
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- (si) ¿sabe por qué? ¿qué hace el gobierno o las escuelas para mantener los enseñantes 
en el puesto de trabajo? 
 

- Colombia has been defined one of the most dangerous place to be a teacher in 2014 from 
the global coalition to protect education from attack, do you agree?  

- Colombia ha sido definida en el 2014 el país más peligroso dónde ser un enseñante de la 
coalición para proteger la educación de los ataques. ¿está de acuerdo? 
 

- (if yes) why teachers have been attacked? From who? 
-  (si) ¿por qué han sido atacados los enseñantes? ¿De quién?  

 
- (if yes) what have been done to protect teachers? 
- ¿qué ha sido hecho para proteger a los enseñantes? 

 
- (if yes) how do you think these attacks have affected teachers, and the educational 

system? 
- ¿piensa que estos ataques han afectado los enseñantes y el sistema educativo? de qué 

manera? 
 

- (if no) why?  
- (si no) por qué?  

 
- About the one month strike, what have been the consequence for your professional 

perspective.  
- ¿concierna la huelga, como ha influenciado y cuáles han estado las consecuencias por tu 

profesión? 
 

- What are teachers demands? Do you agree?  
- cosa preguntaron al gobierno y por qué? ¿Está de acuerdo? 

  
- (yes/no) why 
- porque? 

 
- Do you agree with the agreement the government and the teachers’ unions have 

reached? Why 
- ¿de qué se trata el acuerdo que los sindicados y el gobierno han alcanzado? ¿piensas que 

es un buen compromiso? ¿Por qué? 
 

- How the peace deal has changed or will change the educational system?  
- ¿qué piensa de la paz con FARC? ¿piensa que ha cambiado o cambiará el sistema 

educativo? 
 

- There is something else you want to share that wasn’t explored? 
- ¿hay alguna otra cosa que querría contarme que no hemos explorado sobre el tema? 
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Activist/trade Unionist (Adjusted according to the organization or trade union I spoke with) 
 

- Information (name of the unions/organization, field of activity, numbers of years…)  
-  
- What your organization do?  
- qué hace tu organización? 

 
- Which is the situation of human right violation in Colombia and Cali right now?  
- cuál es la situación de la violación de los derechos humanos en Colombia y Cali? 

 
- Have changed in the past year? (before the peace deal) and in the past? 
- ¿cómo es cambiada la situación después de la paz con FARC? ¿y en los años anteriores? 

 
- What are the most difficult things about working in Cali  
- ¿cuál es la cosa más difícil de trabajar en Cali? 

 
- Are you aware about what is the situation of attacks on teachers? 
- ¿eres a conocimiento de cuál es la situación de los enseñantes? De los ataques?  

 
- What measures have been adopted to protect them 
- cuáles medidas han sido adoptadas para proteger a los enseñantes? 

 
- Piensas que el sistema de gestión de los docentes es eficiente?  

 
- ¿Cosa debe hacer un docente por ser desplazado? 

 
- ¿Como la estratificación social afecta la escuela?  

 
- About the strike, what was your role.  
- ¿cómo organización habéis tenido un papel en la huelga? ¿cuál? 

 
- What role teachers have played in the organization of the strike, which were the motives.  

 
- ¿cuál papel han tenido los enseñantes en la huelga? en general que medios tienen para 

proteger sus derechos.  
 

-  
- Is the agreement satisfying in your opinion? 
- ¿ha sido el acuerdo satisfactorio? cuál es tu opinión 
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- Which is the main problem of the educational system in Colombia and Cali? 
- ¿cuál es el problema mayor con el sistema educativo en Colombia? 

 
- Do you know how teachers are recruited and deployed? Do you think is efficient? 
-  ¿sabes cómo los enseñantes son contratados y desplegados en el país? ¿piensas que es 

un método eficiente? 
 

- Do you think the peace deal, have or will have an influence in the educational system and 
in the teachers’ profession? 

- ¿qué piensas paz con FARC? ¿piensas que influenciará el sistema escolar y el papel de los 
maestros? 
 

- (for trade unions) what you think is the most important factor that motivate teachers in 
Colombia.  

- ¿cuál piensas que es el factor que motiva los enseñantes en Colombia? A ser maestro y a 
seguir la profesión.  
 

- What do you think about Santos goal for 2025 of education for all? Do you know how he’s 
going to achieve this? 

- ¿qué piensas gol de Santos por el 2025 de educación por todo? ¿sabes cómo quieren 
alcanzar este objetivo? 
 

- There is something else do you want to share, some stories or opinion about the topic?  
- ¿hay alguna otra cosa que quieres compartir? ¿historia opiniones o me quieres preguntar 

algo? 
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Appendix 8: Snowball sampling 
 
Snowball sampling used.  
 
Hola! Me llamo Vittoria y soy estudiante de International Development Studies a la universidad 
de Ámsterdam. Estoy en Cali para una investigación por mi tesis, la investigación se llevará a 
cabo sobre la cuestión de los ataques a los profesores y cómo estos ataques o el temor de ellos 
desafiaron el trabajo de los profesores en relación con la gestión de los maestros por el 
gobierno. 
Estoy interesada en el procedimiento de selección de los profesores in Colombia, los criterios 
de contratación y en las motivaciones de los profesores a seguir una carrera en un contexto 
difícil. Además, como el gobierno asigna los maestros en las escuelas o en las zonas del país y si 
los maestros tienen margen de maniobra en la elección del lugar de enseñar o recibir incentivos 
para enseñar en zonas consideradas difíciles. Por último, lo que motiva a los maestros a 
permanecer en la profesión, cambian de escuela o abandonar la profesión. En este momento 
estoy buscando profesores, administradores locales (incluso director de la escuela), sindicalistas 
y activistas que están dispuestos a encontrarme, tomar un café y hablarme de sus experiencias 
o de sus opiniones sobre el tema. 
 
¡Si está interesado a lo estudio o ella conoce a alguien que estaría interesado en ayudarme en 
este mi camino, contáctame!  Cualquier consejo y contacto sería apreciada. Voy a estar en Cali 
hasta 17 de agosto.  
 
Mi contacto Facebook es: Vittoria Aricò 
WhatsApp: 315 3059575 
Correo electrónico: Vittoria.arico@student.uva.nl 
 
Muchas Gracias por su tiempo 
Tienes un buen día.  
Vittoria.  
 
 
 

  

mailto:Vittoria.arico@student.uva.nl
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Appendix 9: Threat message 
 
 

 
Figure 6 . Threats message. Source: Comité de Solidaridad con los Presos Políticos, 17, July 2017 

 
Translation: 

“We know you are all over the country, we have ordered our forces to get rid of them, sons of 

bitches Diego Escobar who has been all over the country getting training from those guerrilla 

commanders so that he can supposedly try to reach a peace agreement nobody believes this 

bullshit, bastard 

Our intelligence structures have intercepted messages from guerrilleros from the FARC and ELN 

disguised as social and union leaders who share their Castro Chavista ideas and confuse workers 

and communities with communist slogans 

Walther Agredo from human rights with those imprisoned thieves yelbi ramirez now supposedly 

crazy hernan Arciniegas human rights CUT Otoniel Ramirez commander enrique guetio 

meraldino cabiche Francia marquez and licifreddi of the pcn geovani and Jorge from acin death 

to all those sons of bitches 
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Cut valle congress of the towns patriotic march asonal sintramunicipio yumbo sutimac acin cerro 

tiejeras (lists of social groups) 

Colombia free from guerrilla” 
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